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iixp liiTii'-tory Not i 



The ( iomrni tt 00 on IV. for ;nn nee -Base J Teacher fitlucr.it ion of the 
Aincrhiin \--;uc I at ion of i.nl 1 ev»r {\>r Voncher P.thicaf i -an inv^-tvd rh-« 
author to prepare a .itudy of tin: ant -cedent s of perfori!inncLvba.. £ iciI 
programs of teaehur education. Tha ; f Y mini tte« had already published u 
noteworthy dories of studies and reports in the area of teacher oducrj- 
tion and vrantod tn add to i t m i isf nn historical *tudy of teacher 
tnlucal ion with particular re forona: to concepts, movements, and pructic 
that significantly contributed to the development of performance- bn sud 
programs in the 1960s and 1970s . Ct was planned that the report be 
10 ,000-20 ,000 words in length for publication by AACTE as a part of 
the series. 

The au that: submitted a prospectus and outline for the study 
that was approved by the Committee. However, the completed report was 
more than h0 > OcjO words with an extensive set of footnotes. After much 
consideration of the matter, the Comnii tree decided that it was beyond 
the purpose and the plan of the project to publish the document, It 
teas accepted as a working paper for the use of the Committee. 

In light of the interest expressed in the subject by teacher 
e due at ors a the author has decided to make a limited number of copies 
of the manuscript available for distribution to those interested in 
the subject and to appropriate depositories. Appreciation is expressed 
to the Commit toe and to the AAC'ITi for the privil ege of making it 
available in this manner. 



Lincoln, Me br ark a J . Galen Saylor 

November , 1 07 6 



pRiii-Acr: 



Tins study 1.5 not a history of lonelier education; it is an 
historical survey of philosophical concepts, movements, studios, roport 
and practices that the author has selected as being; highly signif icnit 
- ? ot an understanding of the efforts in recent yours of teacher educator 
throughout the nation to plan and carry out better programs for the 
preparation of teachers, with special reference to the estahli shwent 
of wh2t h -vc been designated a:* competency- or perfo anance-hus ec irue^ 
for the education of teachers* 

Hence the limitations of the survey Htm three: The literature 
analysed should contribute significant If to an understanding of the 
eventual development of competency- oriented programs of teacher educa- 
tion in the late 1960s and 197 0s; the concepts J movements and studies 
to be analysed were selected by the author on the basis of his own 
value system of what constituted significance; and they should have 
? Lgnificance nationally or internationally in teacher education circles 

The body of literature included extends from the writings of 
Plato (also reporting Socrates dialogues) to publications of the early 
1 960s* Inasmuch as the establishment of competeiicy^based programs date; 
from the rnid-19&0s. the search for antecedents ends at that t i me . 

Readers may find the report useful in understanding the long 
struggle through which programs for the education of teachers for our 
schools have evolved and the need for continued efforts to improve 
these programs of professional training* 

-J, Galen Saylor 
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mi, Nvmiw, ji niii study 

UlAl'TU' 1 

iMIHI f 0. ,I,.S, SCiilM., AN'M Si A i'lIKf Uh f HI s'l'IM 



l'ur r 



t in- St y 



I "I l 



an 



u r t f 



LuciUu, list, and tjuutf a:- npp n> pr i ; 1 1 e ihl- writings 
of eminent scholars and loaders in the field of 
educat ion hearing in a s ijyi i fieant nmnne r on the 
concepts and practices of per forma nee- or compel oney » 
based programs for the preparation of t ^ichors. 

Locate, list, and quote as appropriate reports, stud ie 
and accounts of development s, trends, and practices 
that contribute significantly directly or indirectly 
to the subsequent development of performance- or 
competen cy-ha sod programs of teacher:; education, 



Analyze this literature in t e rms of if 
to the development of t he:. e programs. 



cont ribut ion: 



Summarize and Interpret the contra hut ions of philosophers 
scholars, and other educational leaders and of pertinent 
reports and studies to the concepts and practices of 
performance- or cornpet.ency-ha.sed teacher education 
programs . 



very 
va lue 
doubl 
t ion 
will 
in wh 
those 
priat 
of th 



The process of providing a program of so 
nature necessitates a choice among a item 
and choices based on a value system, T 
y in the matter of t ere her education for 
of the functions and purposes of the scho 
guide the process of learning but also n 
Lch the teacher hirnsei f/hersol f should he 
responsihil itles in a school . At the on 
e to state the point of view of the inves 
o common school s. 



hoo l.i rig for anyone by its 
at i ves and hence invokes 
"his requirement applies 
It comprehends a eoneep - 
ol in which the teacher 
conception of the manner 
prepared to fulfill 
tset, then, it is appro- 
ti gator about the functions 



functions Served hv Schools 



Historically a school has heen est nbl ished hy a social group to 
perform these function $: 



I- I'untrhuf.r It) t ;n r r l|- ..rn : :;\ i on uf l\w ruhutv of » he ^roup, 

•' A:'sis? ir r h c u i , a I i ;i ?i on cif (he y'HUn;, 

h AM in ^ h t - p n-S'M v.-j! ton of tin; nucirMy a; a tuition. 

I ■ IV : |> j r '|- :i M» V) n !]• i'nr .! di i I Mi< m! , 

■ r i. P n )iiU)t c ( In • per ■--,() na I il ! . ■ jimr-n t ■ > t' rip- h >u nr , ^ 

Ohv h us I y, tlu?se in n> i ;o /p. .u'o DM) ih :.i ri-ir; C hey lire* iiitcnui ihjl cd , 
!>ut ;;chui)!s do vn vy ,'iinon); l "hum sH vl s am! uvlt a pi/rWul of t into in the 
relative emphasis given to unci] function in tin- lor :i I : n n ic t i orwi I 
program a f the school , 



^ilD^S CA } X J Ijjac hers 

An analysis of the roots and phi lo:;ophic:il antecedents of the 
present efforts to develop programs at teacher education based on the 
concept of competency to perform t h duties and responsibilities of n 
teacher necessarily will encompass these broad aspects: 

1. TriL- t s(Nu;t- of teaching. What is teaching? What does ;i 
tea die r do in his/her professional rnio of teacher? 

2, The competencies needed, What abi I i r. i e:>> qua.li Heat ions, 
attributes, and eoinpetonci as does a teacher act d to ful- 
fill these roles rand functions to thQ high degr of 
proficiency desi red? 

5, The development of these characteristics and proficiencies, 
[iow may a teacher bos I. acquire these attributes and 
competencies? Iknv may a teacher education program assist 
most effectively in this process? 

/V consideration of the nature of teaching and the competencies 
needed to be a successful teacher must he based on the broad purposes 
that the social group collectively expects the schools to serve, ,\ 
narrow conception of the primary functions of a school would render 
untenable any analysis of the roLes and responsibilities of a teacher 
and in is construe the nature and scope of teaching itself. 



Scope and Organization of the Study 



En tracing the philosophical views and the historical trends that 
have contr ibuted s ignif icant ly to present developments and interest in 
conipt en cy- based teacher education programs severe restrictions on the 
scape of trie study had to he i mpoioil — otherwi sc th i s volume would he 
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i i i ij'i-.'u ■ Mi il- * I "in 1 .nil- .!; M !■ i 1 , ■> . ■■ ■ t 1 1 I 1 1 ' ■ " ■ i ! •> Mr \>t ■ • i ■ • i 1 5 
linn:", ..'iiiy Mi-' \n i ! i i r ' ■ ■ < !' ■ ■'imi'-i.! • In.lar-. wh*j Imo' h. < n . u . -n. |. . ! 

] , i , I j ne f i.m.'i n; u . ( ] ufi I n . \i c hi <• 'in 1 hi depMi , 1 1 * *<;■', < 1 1 , md j n i i ;|t * 
,M iIh;.t ki\)-\ nil t'sh . i" il ii Mi. I i I ii».n i i'i , f and I I' li-r-.i- h-/vn i n ' ' 1 1 li 1 ' ! 

il. ! I ■ ! 1 . ! • •! ! Ii ' ! . ' ! Ii ! , * : ' ! ' I f » • I < - f ' In i» In ( « • i ■ -. . 

,-, > i j > - h I y i>nn 1 1 m 1 !> H >> t • ) 1 Mi j . :" « : n I , M« I ■ n poi ! . o^l pu! ■ i i i .1 t i » Mi 

■ . f' f m!>|. I M C t r | , l i ' Mi | -■! | ■ " m - v j i ! | i! . Old , » J» i 'J K"" M * * . I ha l h.i\ -i 'I i i ! ? 1 1 

. h, i p. py, »j» r '. u \ I ■ .i . f :•■ ■ • i u .. 1 • m i mi ' • • n ' v ,n , « • \ * . \% r = i ■ ; • - 
. i : fi.il ?. o iia! i v nM'i'j; ii :> ',i • c m<? 1 ,1 r . 1 nd e ! ! *< m had'! • i ! ■ ■■ ' !' a v . i ! ! . 
i ; > ! ■,}>'. v i f i i a K \ w in f. ■ i" ih p ; .i a d s • << 1 : » ■ < > ' r > • »i:'p« ■ ' ' n - i -a •• < 1 

pi >; • i- • of I f ■ .h h" m I] i f W I ! 1 ! " ? !"»'." I I ' • ! . 

l "in: pi i." i'.m. 1 f . i l f ii l ■ " V\\ .in i '< > I i ; i n aic.h - !, : : c- « ! ■ ■■ 1 i i I o : d < i , ( ■ ■ j 

. ' , . . ' . •. ' ! ...i ' . i l i , H i i ■ 1 . 'i ' [ , 1 i I [ i • 1 III < M I Mil 1 I 1 t ' . . ■ < ' 1 i ' • i j ' r '- 

■ i fr '-.("'k i i ii } ' I In ■ -ii • i . -ii 'In 1 r.il if'n.ilc, «. <mi i-pt . .unl pr:u I i ' . ui 

. - 1 Mnp i.« t •,.iiv , y - si. -fj prop rnin.-. , .liul fin. hip iiiras f Ii - 1 1 ^ (hi t r i but r si )»n i i i « -r il 
i ■ in l j ! i v 1 1 ■/■-.! Mi kI ill) 1 ' <" I ?u !iUjVfin"lM , • M i m" i|i*vr I npiiit'iil l>I mm. 1 1 pru>M :i:.r 
'Mil' p {■■ ) .; rMiiiM ■ , liirnlt.-I ;mJ d l -um i -; i on nf" pt,« 1 I* » rMll . II iC » ! ■ h.i .1 tPMrluM 1 
rih.u'.il imii [U'u^r.ii:! t lii-i -is "I v* ■:- will nut lw cnr- i iU- rrtl liorr, i nee t In • 
: f m iv -Imm with MiitL c:J mm ilrv: lopinml . I Iimu •* , \\v ■■•i'.ir-h 'M' 1 i ! t- r. ■ ! 1 1 r 

J. . r Ml HIM t m! Mjull If 1 [)' iS , 



i in I s - in i m - c Mitv. 



In Mi i .< i ii v< s t i }',- it i < mi I In.- :ni Min i iij; in winch ♦ t t ,i i w w« j r» I *. • n* 

|Mli T. i • : , i pt; II Si 'J UM II hr ,M ■', I u ' 1 nW <; : 

■iuaciuir, ^ U-Mchur mu-; t always hi 1 ro^a imUu! mm m "per si uim 1 i t y 
sys t om wTtTf \\vu\\ s , pr d U ipo-.i t loir., a 4 ^'t nf past * x |ir r i mimm, unitjU'- 
values/'- modi?:-, nt" h'/hnvior, mmm ut « apah i I i t i , compel c'iic i mm , mum 
;nlonts r chiirnctcr tr.'iits. rtf t i t -mles , anJ ■-.imil-ir :»-.pi i cts ni ! a human 
noi ru r who tlLrocls t :u* ItMrriin}; »m ofivrs. 

ToMchiiH^ 'leMclun ; i < vuiat'-vtM" t h i ^ person iloi'.i wht:n hu/siit 5 
acts i ii hi s/fior professional roh. 1 in planning, iMiiciinp,, carrying!, * mi , 
miiJ i.*vaJuntiriK activities dosipjitul f^r the schooling wf learner:; (known 
as studentsj in a Porninl [:roj;rrtm 01" cduc.n ion. "What lie docs is i n t'huMiccd 
hy all the factors which mako up his [Personality system, only one facet 
of which L; related to his prof ess Lon -"^ 



h due at ion. KUucat ion is the process of recoil;; t rue t i ng (ixpcri 



one 



so that it results in the addition of some knowledge, attitude, heliet, 
caliic-j skiU, mode nf hcliavior , competency to deal with a new .situation, 
or enjoyment, tor t ho individual* 

School i up.. Si'hix >| inj; refers f n t lie pn»e.--is "t" providing exper i »mkt' 
in a fo'rTtiaTi o'rj^an i v.ed snriMl ;ij»ictiey kimwn as a - chool for the purpose 
of ntrt her inp. the {'ducat ion of j t i: mrollecfv. 
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;l f «' 1' I)' I » 11 1 ! j , (!«"-. j jijii . : [» t j : | j i j | •, { f t 

i M (i j»i « , h-M j , | , t v.l I . , j. , j ] . i ,,,,, ?, 

Y i II n .1' I't 1 1 . ! Ii.l ? ih | < • fj. . :•,;!-« ,..»■:* * 



il l -M- 



• I »M' 1 1 * • * - I 1 , 1 1. ■ f . 

I ■ Ml U I » " j ' * ! i i : c • . j ; ; i . i ,'• < 1 1 • i i ii • » i • - 1 , 1 1 1 
■. ['!' -i! . • ,! •«; •» j I « ; ... . , • j . . I ' . . , , 



■ \ r ■ \j i rh [ -.if ( t . mi ,., 



lH'i » "flic " 



n.-its of (. hr niovrmtMj: will !■«■ f r.i..-rd ln*j mn f hn b.vws ,,„„■.. 



' 1 ' frn " l ^ 5 l>^ti'IU'ir:/' nr -.T at iMiKMH ; Uinvih Uliplvtm: ■■liCh .|ii;iZ]!|.. 

I {) i j * «J ! »i- t oiiiid mut h iirl lcr. 

1 pni I T \'J U A*V\ .!." i u \ rn \ rm ; mr < |'M»{' f r ,im-. fi rr.ii.lirr oIiumUoii . In 

II I M*. I' 1 Mf fl ' li; hroailrr appnwu-h m :m analv.i', ( >i" ant oohU'Ii "t , , i? 
•itt'MrJ mi » |, j -\ s I uU y tn i ; S ' t he K-rm 'Yumpft mu \ iji-pcr |i ■ i im.i in 

programs c,f u\iehrr ciUkm t iun" ( ( Ti r n- ) , II, , .; phr.-is** will df-* , yt i;i t , - 
|»ro^r;im!i l c;iihrr i.-dneat ion t fun .-in- d^sjgnud to develop spec i I' i l , 
vv:\il\ \y itlunt i finhlr compel vm: t cv. demons! rn h I r in pi-r form;mre of 
U'JirKinj;, ;n u | rajul-h- nf | h m n>; jihUjtMl fur ipmlifv by ;ipp»-opr i ;i l ' tr-th« 
" r --i I u.-ir ion. jhi- drfinifion will ruuir t!r sutel, |u, t |HUv<d.:nl . 
ui prt'srnt -d.iy pi-(»>;r;im-, nf . .-nnipi't cm: v ,m pur fu rm;i ru' o ha sod tc.ichvr 
• dur.Uion, .ind scrvr a.. F Ii *- criturion in u'h.M't. iiu; ihr-;r .nil ojrdcnl 
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1 n !i : f in .-; d i a lugne w if h M.'iio, a: = . reporu.'d fy Plato, Socrates 
;,T 1 ' ;; 1 : ' v » I Iw.t r-;if f} H host known .mil highly aee la i ined method 

Mi^-lhu dialogue, now simply die; i t ed as Socratie niul hcul 

iCi leaching in the Socratie mode consist s primarily of 

sisting t he learner in his/h.o" acquisition ul' knwl uti^e, a.s contrasted 
,illMV i : n;sining »»r opmion by I erf ores, orations, ami answers stat ing 
;lli . v m:hl " •"••»! ul ions , ami usiue tin powers ot" per sun :;jon bv eloquent 
,[ j ' nirt beds of t he SsipluM/, against whom Suh; rates railed, 

* ><N ' ,,! 1 ' ' * -Hicved that knowl edge w,:is i ho basis fo r; all virtue;; 
a |Mw-..in know uliar i = («n^it:uros virtue hi 1 / -.he will act virtonsJy 
premise nnt snbstnnt i a«-od by rccrnt events j n our pub He 1 i fo) , How 

os oiu- .irijiiiir knowl n' ' Through his/her own efforts. The role 
teacher is tu prod, stimulate, and guide tho learner in this quest 

r knowledge not to engage in futile urfempts to te!2 the I earner 

it he should accept as know 1 edee , 

s *Hsr;i explains his method of inquiry, of rvasoni n#, ' : provide: 
1 base for his approach to oduenfion nnd the acquis it; ion of knowledge: 

I bist assumed some proposition, *hieh I judged to 
he tho strongest, and then I a f f Lr,,,, d as true' what- 
ever -eenied to agree with this, whether related to 
causation or to anything else; and that which <Ji s- 
a^reed I regarded as untrue, . . . I cannot 'help 
thinking that if there he anything beautiful other 
than absolute beauty it is beautiful only iim 50 far 
as it partakes 0 f absolute beauty- -and [ say the 
same of overyt h i . . . . I cannot afford to give 
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up t: ho sure ground of the or iginal postulate, Arid if 
anyone fastens on you there, you would not mind mini, or 
answer him until you could see whether t lie consequences 
which Follow agree with one another or act, and when you 
are further required to give an account of this postulate 
you would give it in the same way, assuming some higher 
postulate which seemed to you to he the liost founded, 
ixnti 1 ya\i arrived at a gratis J ae^ ory rest ing place; but 
you would not jumble together the fundamental principles 
ami the consequences in your ro;».soninfi-- **t least it' you 
want ed to di seover real existence. - 

PtoFcsq t Lasr.lo Vcrsenyi , of Si lli^ms toller, has prepared an 
excellent ana. lysis of trie SocratU" method of tone hing-- the renowned 
dial ague: 

Socrates' el ear-cut d 1st i no t. ion betwoun opinion und 
know led ge «, appearance atul truth, and his belief an 
the atL ainab illtv o f knowledge and truth changed 
this [the Sophist's views] radically, , . , In 
contrast to opinion (right 01 wrong) s knowledge 5U 
something reflected upon, something reascne-d, criti- 
cized, and argued, something that is not merely 
accepted on someone else* s authority tout appropriated 
by the knower fiimse If through rational reflection* 
made hi s om by questioning and accepted on his awn 
authority as a reflective human being* * . . Wluit 
make s the knowcr a Inower* is not- the truth of th<3 
statement hut that search fox and npp rnp "nation of 
the truth which alone can result in the requisition 
of knowledge rather than opinion* , . . Since only 
one T s own search cotild lend to knowledge, who eve* 
now wanted to teach had only one task: to sturt the 
student on his own rational, reflect i vc» critical 
search, , * . To the oxt.cn t that a mm\ <an bo mtule 
aware o f his lack of knowledges ho am ncquire 
know lodge- . * * True teaching must toe olenctk * 
i ,e, , a questioning of accepted opinions , an exunmation 
of beliefs, a refutation of dogmas, a testing of 
knowledge and an indictment of ignorance— in short* 
a demand tor an accounting and j ustlf icu tion on t.\\c 
stud cnt 's pa rt . 

Trie osb cite c of tlw Sol Tat te method is (1 ) by appropriate moans 
questioning, mockery, irony, fallacious statement s, imtunahi c promts 
hiring t he student ro a sense* o-f wrendeTinont , porpl oxi Ly , curiosity > 
interest and desire to explore and th ink through *i mat tor of major 
importance , such as a belief » knowledge, Valium; (2) by \\\& usti of 
dialogues and similar methods ftculay invc-st ipa rions , rosemviu group 
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-i'* --iii- n=s , a ml uitorvuu i u >ulu ho .\..-;;\on , *; :io ■ ^ni,: e t he srihk-:il 
*u aU isr liL--r own ,f *e 1 f-uns'oMi n i > M ; , ;,\ aec *pr. a.^thi end pail of 
ti-ichlni; tho s- vl f -Fill f i 1 lm-ut of the ind ivi dim l--ihu h.jsi s *% >l" Iiiijimii 
' y <■! I unc i\ nv how and the what nf this du cation conv tTfeUni if! 
r ' u " st 1 k '>' : lt ^ s student'-; work alone i K if co: ihl pjvo hinik mi. ! cd v 
:iiu! Uk-' k now ledju- attained was .ils.i about h inKel?*, his own litV, Mis 
>Wn fjo-ul, Ins okh natural end ," * 



Pj;itti'< concepts of edikMiion i j £ > f ! esi ■ : iiin: t oi r w i iu kith rliu-i 
.tltvilv.ii^lrn ^nr.-. In f ,e? , ;mr !n»r It i ■. *s u. it. ! ■ urw i o -Ji.t r. 
L ' si cut IM.ito , i nr^curdirtji s.vratcs 1 a laK.^!^ . m,: l u ; loej w ts 
:iot.i;il;y svportihij Soti'.it t\, or int^rw «av i nj- In e wn id cm* mi m iiic.'i tin n 
; v. liu 1 rluMoHo of t he dialo^iu*. 
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\ viMti ^ v^ns primarily concerned with r ho do veL oprnoiit of r Ik* 
individual c iti;u», particularly with the utrqu Lsi tin n of Knovli-J^- , i ho 
don vat tun e f truth, .aid the eultivat ion of virtue WasH on truth. 
P la t o resiiMejil tin' edueat lonal program as a ImndnKiidi en of the ^tnt c, 
t *i I L-iwh lo Ui<j cit i r:o ii to fulfill his proper role in the fume tiouia 

t tie st;"*to and r ho promotion of its wo I Iher inez, TIichc ends , however , 
w<Te to herscrvoil by t ho acqutsi t ion of Mileage arid t he development 
virtue. ri;.t«» treats educational prog mm s . i iul methods pr inc ip.-i lly 
in t he %^;;»]»JJj assvl *|w L*a^ vohic lus win- rol > y the mure perfect :«tn ci« 

att.i inH. Mnn u .ill. Plato wanted good e it 3 zons, devoted tn llu' 
stare, t and a r ta in i ini individual fulfillment through the acti^it ii»s of 
t hu state. "flu- "good I i f o M of thotireok idr wa s U) b € rich iev d tltr- mir ii 
1 "jit^l" slate, i n which »\<ich ei f t.aai had hi s 1 oU% Milt h an it I i to 
CiMtt rol i hi i: :*ml up it; it inn Hu 1 Kd/tM-rmicMit of tin- cily-st ^itt", 

it nf 'ho i<opih I u ami floak "/oft In- Liuws r r c- -it in st>„m> 
v^ivi tl Plato's id is on education. I.itilc ;i tl i- nVi nn m liiawirVc %\ hi i«iv* 'n 
t . ?r Jik-1 an )! i» I !w :\» 1 0 of ti-aolu-i- Mu.s i *: ,1 2|d jiyirnn •■«! i (broadly 
, .)iu > 'lv- h1) wer^ t -» oon.;t i tuti- theha^r> u| m s \\ wwlom for th v U Mil*, f. , 
", UK) -\ii .^ns H| n f ?hi- st ato , 

i'h < x !ovi' l )f u- isiii*m t then, in :h .pi rii aiad L|iii cknus , 
of sr iVM|it n vwi 1 1 In- cmnbi iuhI 't 1 Lis .111 1hv u,tttia , (' of him 
uhii 2 s ro -H- a e.orJ and true ^uarjia n o i t he stMte . - , , 
fh.il, then, i our odiu-ar ion? Or is it hurt! to find ;i 
ln-*li*v rhan t hiU uhi^h U*i\\\ t i ;iu* has di ff^co voi'tul — wltitdi 
i' t 1 ^ \\y\y, y\*s t )!Vmnii st ie*. for the hu^ty, .md i'tu* (ho 
•m i ii i tin is i » ? :> 

t r r :i *u' 1 i'f d ah;. 10 . 1 uf ? he.,, tu- j a »|iu 4 t 10 (mc ;m 
s O . lIo I I M a to ) |n ) 1 11 t ■ 1 1» iu«-'t I lOtl " 

Hu 1 ism kiint^ thru, i|-. .»!.. Hiiaiiii); in v\* -rv la d 

1 Ih*" * In i ■ f 1 !. 1 1 h» , » ,|U'i s .1 1 I in 1 ,ii ,v . n at ii rv th, ii 
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young ciml to ruler? Tor it is then thaw it is best mo Idea 
and takes the impression that one vishej? to stamp upon 
it, Quite s o , Shall we , then, tlws lightly suffer gur 
children to listen to anv chance stories h -shioned by 
any chance* t cue hers and so to take into their minds 
opinions for the most part contrary to those that we 
shall thirtk it desirable for them to ho hi when they 
are grown up? 

By no numrtcr of means will we allow it. 

We rriusT be-gin, then, it seems, Iw a censorship over 
out stofymakers , unU what they do ut>l 1 wc must piiss 
ami whMt r*ot , reject. And the storian on the accepted 
List wc Kill induce nurses and mothers to tell to 
the ch ildren and so shape their soul s by these stories 
far rather* than their bodies hy their hands, 6 

« 

In many of |us> wr It iiiRS PI ato is greatly concerned about the matter 
of teaching virtue* ■ The Ions dialogue between Protagoras and Socrates 
is -in excel LlMit example of this concern and of Plato's thoughts on 
the matter, kl'tcx- describing the role of parents and the nurse in 
teaching virtue U.- the little l h 1 1 d , FLuto ha..; Protagoras saying; 

Later on when they send the children to school, their 
i us mictions to the masters lay much more emphasis on 
good behavior thin on letters or music, The teacher h 
take good care of this, and whon hoys have learned 
their letters and are ready to understand the written 
word as formerly spoken, they set the works of good 
poets fceforc them on their desks to read arid make them 
learn them by heart , poems contain lag much admonition 
and my .stor ies s eulogies, and panegyrics of the good 
men of old, m that the child may bt? inspired to imitate 
thenUiml - ong to ho like them,' 

After giving other examples from music uud %yv\\t st ics» lie siinmuu 1 i«u»s: 

Seeing then that all of this cart; is taken over virtue, 
both individually and by t\w state, are you surprised 
that v irtue should he tcncnnhlc, ami piusl^d to know* 
whether it is? There is nothing to be surprised at, 
The wontlojr waul d he if it were not t e.'iehnhl e. * 

Hut IMaU) hit s SoCrMtrs make the point tlmt lite hi> tiH of soifte i>t' the 
)jreat men o f ^ then* :iro not shining examples of virtue, Protagorns 
(Plato) attempts tn exphi in this situation, mid emiel tides: "Thus it 
ls with w'irtui' :inJ everytiu m cine, so tlmt if we* can find someone only 
a i itt le lu* tie r t Han others at udeane Injj us on tho road tn v \ rtur , 
w snust hi 1 v.'nn tent 

Fnrt her, on mutliod , IMatn wnf^s in the KejJ^l u;, H<K»k VII: 

SI 
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^ . , a free soul ought not to pursue any study slavishly, 
for while bodily labors performed under constraint do 
not harm the body, nothing that is learned under compulsion 
stays with the mind, , . , Do not, then, my friend keep 
children to their stud ies by compulsion but byplay. That 
will also better enable you to discern the natural capacities 
of each, 10 

In the Laws , Book VI, Plato has an Athenian explain at considerable 
length the way in which the system of schooling should be established 
in the state, He proposes that there should he a supervisor of educa- 
tion as one of the principal officials of the government and insists 
that "the post is far the most important of the highest offices of 
state, Poi in all growing creatures al ike-- trees a beasts, gentle 
or savage, humank ind — the first sprouts and shootings, if but fair , 
are the most potent to effect the happy consviniation of goodness accord- 
ing to kind. " The legislators were inveigled to "appoint to the charge 
of their direction him who is in all points host of all the citizens. nL 

Christian 0, Weber, of Wells College, summarizes succinctly the 
nature of the Socrat ic-Pl atonic methods of schooling: 

it is a wise teacher and reformer who remembers the inherent, 
or potential love of the human heart for Ideal perfections. 
The teacher who strives to awaken the inner and vital 
interests of the pupil rather than to impose rigid require- 
ments of rote learning from without is applying Plato ism 
to her teaching. She presides* as did Socrates, the great 
follower of Plato, over the birth of ideas. To awaken 
interests the teacher holds up tantalizing images of 
perfection which lurk Ln all ambitions, She awakens rather 
than communicates to the pupil the potent lalities for 
development which lie fallow in him . . . . ^ 



Ari s to tie [584-3 2,2 B.C .) 

Arlstot lu dealt with the aims and purposes of education and t he 
curricuLUrn of formal educational institutions rather extensively in 
his writings, especially in his Po l itics and Ethjcs, but considered 
methods of teaching or the role of teachers scahti ly, except as these 
matters evolve indirect ly from the discourses on education* hor 
Aristotle, education enabled the individual La achieve the ultimate 
goal of Iit ? c--t'hc attainment of happiness, and hnppiness results from 
excellence in those virtues tluit constitute the scope of imtn's 
act iviti ox. 

Aristotle states that there are two routes to excellence in the 
virtues of life: habituation and instruction , 

Some philosophers think that il en arc virtuous by aature; 
others, that they become virtuous by practice; still 
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others, that they become virtuous fcy instruction, Cer- 
tainly what pertains to nature is not in our power but 
comes from divine cause to i.i man who is very fortunate. 
However, discourse and instruction are not effective 
with everyone but the soul of the hearer must be prepared 
hy good habits to rejoice in the good and hate the evil, 
. * , But it is difficult properly to d irect anyone to 
virtue from his youth unless he is reared under good 
XaVfS . to live a temperate and hard life is una t tract ive 
to most people but particularly the young, For this 
reason the rearing of children and their activities ought 
to be reguLated by law. Thus good things will not be 
distasteful after they become habitual. 

It is not enough that the young receive proper rearing and 
care, but on arriving at manhood they must learn these 
very things by experience and become accustomed to thenu 
For (his we need laws even throughout the whole of man's 
life s for most men are more attentive to coercion than 
argument, to what is hurtful than what is good, 14 

Aristotle believed in the development of the individual by extensive 
practice of various virtues under a regimen of harsh discipline, strict 
laws 3 and rigid control, capped by formal instruction that provides 
the knowledge and understanding that would then guide him in living 
virtuously throughout his lifetime, As did Plato* his teacher* Aristotl 
believed that the primary function of education was to enable the 
person to be an effective* participating citizen of the state, one who 
lived a moral and virtuous life in accordance with the community's 
concept of the good life, 

European Philosophers and Educators 

Prom the time of Aristotle to late seventeenth and eighteenth 
cun tury is indeed iminy centuries hut space rules out a consideration 
of what little was written during that con that would contribute 
to an analysis of teaching and the xole and responsibilities of 
teachers in the process of schooling, The great stalwarts of educa- 
tional theory of Western Europe and England are still to he considered. 
The vorks of only a few will he chosen for examination: Kant, Hegel , 
PestaJoszi , Herhart, Froebel, Mo ntessor i , and Spencer, 

I mmjm uel Kant (1724-1804) 

In the same vein m the (I reck philosophers, Kant views education 
as the means of attaining perfection, He directly and indirectly 
devotes much attention to matters of education and teaching- ^ During 
hi s years of teaching at the University of Konigsberg he delivered n 
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aeries of lectures on pedagogy during a period of four semesters , 
Extensive notes on these lectures wore recorded and edited by Theodor 
Rink, and it is from this source that Kant 1 ? ideas on education and 
teaching are obtained. 

His basic position is stated thusly: 

It is possible for education to become ucttCT and better, 
and for each successive generation to take a step nearer 
the perfection of humanity; for behind education lurks 
the great secret of the perfection of human nature, . , . 
One principle in the art of education, which those men 
who devise educational plans should especially have in 
mind is this: children should he educated, not with 
reference to their present condition, but rather with 
regard to a possibly improved future state of the human 
race— that is according to the Idea of humanity and its 
entire dest iny . Good Education jls exactly that whence 
springs all the good in the world.l^" " 

Kant believed that pedagogy should be rational, consistent with 
the basic philosophy of life itself, and based on experimentation. 
Teachers may take pride in his pi on for expertness in the art of 
education: ,f In order to improve ehi ldrcn, it is necessary that pedagogy 
become a study, otherwise there is nothing to hope from it, and he 
who has been educated corruptly trains others in a like manner .''17 

As to the teaching process, Kant said: "It is not enough that child 
be trained; the most important thing is that they learn to think," 
Moreover, "education and instruction must not he merely ^echlmiTal , 
but must rest upon principles* M 18 It is for this reason that he 
pled for experimental schools in which to try out methods and to seek 
to improve instruction, Kant recognized almost two centuries ago that 
"one of the greatest problems in education is, Ho*i can subjection to 
lawful restraint be combined with the ability to make use of one' s 
freedom? For constraint is necessary, How* shall 1 cultivate freedom 
under conditions of compu Ision? 1 d 9 Kant then listed three procedures 
for developing freedom within contra in t! 

fa) The child should he left perfectly free, from earliest 
childhood, in everything (except in such instances where 
he might injure himself J, unless the manner of his freedom 
interferes with rlmt of others, . , . 

fb) The child must be shown that: he cun iifta in his ;i ims 
on b" as hv permits a t he rs to reach theirs. , , 

(cj it must also he shown to the child that he is under 
such contrni.nL as will lead him to the use of his own 
freedom; that he is cultivated, so that one day be may 
he free-- tha t^is, not dependent on the foresight of 
others. ■ , 
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Again, Kant sought to move the child to the development of under- 
standing, the use of reason, and formulation of principles for his 
actions. He speaks at Length about the development of maxims [which vOutd 
be principles of conduct] as the essence of moral education, And those 
,? must spring from man itself * ,f 21 

Kant, as one of the earliest philosophers of the modem era to 
write on educational theory , has had a tremendous influence on the 
development of modern educational concepts and practice, not only 
through his oe writings hut by his influence on Later German and 
/Vmeriean educational leaders and theorists, 



George W. _F, Hegel (17 70-18 31 ) 

Hegel expanded and extended the Idealistic philosophy of Kant, 
and developed a more thorough, systematic concept of life In its 
many manifestations, lie dealt with education and teaching only in 
relation to other matters., but his influence on educational thinking 
and practices both in Europe and this country in the nineteenth 
century was highly significant in setting the pattern and practices 
of Idealism as the basis for educational planning and program develop- 
ment . This is the basic philosophy of inculcating fundamental ideals 
and the form of the world, derived a priori by logic, through school 
training, with the recognition that only the more superior persons 
could and should seek to master these understandings, and hence to 
rise to roles of leadership and governance. The curriculum would be 
rigid, clear-cut, predetermined and abstract in nature. Teaching would, 
of course, be directed to this kind of mast cry and the acquisition of 
knowledge , 



Johaim Herb art (1776-1 841J 

The Ikrbartians had great influence on American education in the 
later part of the nineteenth century, A, number of leading educators 
of this country studied Herbart's doctrines in Germany and became 
vigorous advocates of his concepts, principles and philosophy, They 
formed a society, The National Herb art Society, devoted to the advance- 
ment of his ideas, It is fair to state that Hcrbart's extensii/e 
writ ings on psychology and education constituted the first full- scale 
consideration of the educational process, front defining aims to the 
art of instruction, available to educators and it is quite apparent 
why they vore attracted so strongly to Herb art 1 a work, His psychology 
was much more comprehensive, scientific, and advanced than any other 
theories of the day, but it was principally his proposals for instruction 
that received enthusiastic support. 

For Herbart, ''The one and the whole work of education may bo 
summed up in the concept- -Morality. 1,22 He continues: lf It is the certainty 
of its pinn which gives value to education; it must see its result 
beforehand, if not indeed with absolute certainty, yet still with much 
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probability."'" Herbart was insistent that man left to himself would 
become a "very clever 3 calculating, logical egoist t " But through 
education and the guidance of a teacher, a student would develop 
many-sided interests, a clearness of understanding, and a great energy 
of character, Herbart did not propose to impose a morality on the 
student, !, hut rather insight, together with corresponding volition 
in the pupil." Thus is it primarily the development of the individual 
that Herbart sought through education—development that resulted in 
standards of moral ity, character, willingness to act on the basis 
of morality, and the ability "to discern and assimilate new moral nrV. 
intellectual truth/' Power summarizes Herbart 's concepts of mar: 
as inner freedom, perfection or efficiency, benevolence , justice 
and equity* 24 

Herbart devoted much space to the role and work of the teacher. 
He especially urged the desirability of thorough planning: "What 
the educator should care for must lie open before hirn like a map, 
or if possible, like the plan of a well-built city." Further, ft the 
teacher must represent the future man in the hoy, consequently the aims 
which the pupil will as an adult place before himself in the future 
must he the present care of the teacher^ he must prepare beforehand 
an inward facility for attaining them* The concept of the f 'many- 
sidedness of interest." is developed extensively in the second book^ 
of his Scieric e of Education ; it holds much value for teachers today, 

Herbart sees that "the teacher himself will be to the pupil an 
object of experience at once as fruitful as it is direct," The teacher 
must have clear conceptions of the aims of education and of modes to 
achieve them. The importance Herbart attached to teaching is expressed 
thusly: 

The aims of all those who educate and demand education 
is determined by the range of thought they bring tn 
the subject* . , , If the teachers possess originality 
they will utilize all that comes to hand to provide 
stimulus and occupation for the objects of their care; 
if they have foresight, they exclude all which may he 
harmful to health, dispositionj or manners, 26 

The most practical and most widely used aspect of Herbart 's 
concepts of teaching consists of his analysis of teaching, lie himself 
designated four steps or processes in teaching: ''Clearness, association, 
system,, method, Mi27 His leading disciples expanded and restated these 
four steps into five, based on his explanation of them: 

1 , Preparation - Analysis } . 

^ r> _ . . : e 1 ■ % Apperception of percepts 

2, Presentation - Synthesis J ri 1 1-1 

3, Association } Thought, The derivation and 

4, Systcmnt ization j arrangement of rule, principle 

5* Application ) or class* Vvom knowing 1:0 doing; 

11 so of mo t n r powers 28 

hi 
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Fnedrich Frogbel ( 1782-1852 ) 



From a vantage paint of more than a century later one may truly 
declare that Froebel next to John Dewey* contributed more to the advance- 
ment of educational practice in the world than any other person of 
modern times, AH of the research both in matters of formal schooling 
and in human growth of recant years confirms the utmost importance 
of the first few years of childhood in the development r.f the individual, 
intellectually, emotionally, socially, and physically. It was Froebel 1 s 
advocacy of the kindergarten and his overwhelming efforts to establish 
and promote the movement to formulate eurricul um and programs for 
this age group, and to prepare teachers for professional work at this 
level of schooling that turned the attention of educators and prompted 
the nations of the Western world to the development of programs of 
schooling for the young child, His proposals , programs, and plans for, 
and work in actually establishing and operating the schools contribute 
much to the art and theory of teaching nd the role of teachers in the 
educational process . 

Froebel sounded the clarion call more than a century ago that 
should characterize all efforts in developing quality programs of 
education today: 

Come, let us live with our children! 

M Come, let us live with our children*' becomes, when 
manifested in action, an institution for fostering 
family life and for the cultivation of the life of 
the nation* and of mankind, through fostering the 
impulse to activity, investigation, and culture in 
man, in the child as a member of the family , of the 
nation, and of humanity; «tn institution for self- 
ins^ ruction, self-education, and self-cu ltivation 
of nkind* , . ( 29 

Froebel, as was evident in the works of other philosophers of 
education of this per iod— Kant , Herbart , Pestalozzi, Rousseau, Spencer, 
liegel , Goethe, emphasi zed the importance of the individual as a 
person in the schooling process and the necessity of cultivating and 
developing his inherent potentialities, Thus, ids definition; 
'' Education consists in leading man , as a thinking i intelligent bein^ , 
growing into self- con sc jousness , to a pure and vsnsul lied, conscious and 
free representation of the inner law of Divine Unity , and in teaching 
him ways" and nTeans thereto 

In his basic treatise, The Education of Man , Froebel not only 
states his views on the aims and goals of education, but presents in 
detail appropriate principles and plans for education from "earliest 
childhood" through the "boyhood of man M to "wan as a scholar or pupil. " 
Throughout the whole period of development he pleads for a unity of 
things, a completeness that brings into harmony the internal life of 

IS 
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the child and the external world 



The kindergarten "is to be a lining whole, or, us it were, a tre 
in itself, as well as to provide incans of employment and consequent! 
of culture and instruction, founded on the relations of man to Natur 
and life/* 

His tasic instruction to tench ers is: 

The educator » the t oacher » should make thi; in dividual 
and particular general" tho gene r:- 1 p a r tTEu lar and 
individual , and elucidat e both in i"i fe; he should 
mak e the external internal , and the int o rip a 1 external , 
and indicate the necessary unity of both; ho should 
consider the finit e In 1 ight of the infinite, anci the 
infinite in the light of the finite, and harmonize both 
in life/ 31 ^ " " " ~~ ~~~ 

Hie plan for education: 

As the preceding period of human development, the period of 
chi ldhood , predominately that of life for the sake merely" 
of living* for making the internal external , so the period 
off boyhood is predominately the period for learning/ for 
making the external internal. 32 

At the more mature stage , Froebel believes that 

The school endeavors to Tender the scholar fully conscious 
of the nature and inner life of things and of himself, to 
teach him to knov/ the inner relations of things to one 
another, to the human being, to the scholar, and to the 
living source and conscious unity of a J I things, , . .33 

As to the role of the teacher he writes: 

It is by no means the acquisition of a certain number 
of miscellaneous external facts that constitutes the 
essential characteristic of thw rehool, hut only the 
lining spirit that animates all things and in which 
all things move, Would that ail whose business it is 
to direct and manage schools might carefully consider 
this, 3* 



Johann Pestalozsi (1746-1827) and jean Rousseau (1712-1778) 



Pe stalozzi and Rousseau^ together, are the "fathers" of child- 
centered schooling. The mc?st avid proponent today of any movement 
labelled "progressi vc education," "open education/ 1 M individual! y 
guided educat i on," or "the chi Id -centered school" would not state 
more clearly or more eloquently the case for the individual isntion 
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of education than those two great loaders of educational reform in 
the eighteenth century. Any teacher or professor of education who 
wishes to develop a rationale and then a methodology for individualiza- 
tion of instuct ion may well start with their respective monumental 
works. How Gertrude roaches Her Chi ldren and I;iniJ_e. Note also that 
Power, TrT~an excellent analysis of the views and concepts on education 
of these two great men, insist s that a proper title for Postal o^z i 1 s 
compiled works could be "Talks to Teachers, Tf ^5 

For Pesta. loz ::. i , the ultimate aim of I'dueation is 

. , , to qualify the human being to the free and full use 
of all of the facilities implanted by the Creator, 
and to direct all of these faculties towards the perfec- 
tion of the whole being of man, that he may he enabled to 
act, in his peculiar station* as an instrument of that all- 
wise and nlrnight Power , that has called hi in into life, 

These two phil o sop he rs advocated that schooling should be in harmony 
with the natural development of the child, The purpose of education 
is to guide the unfolding of the natural capabilities and potentialities 
of the student; natural education is a highly personal affair, yet 
it is guided and directed by a skillful teacher to the end of enabling 
the person to attain complete sol f -development and good moral character . 

.0 instruction, both content and method, should be in complete harmony 
with the stages of development of human nature. The subjects taught 
should he selected in light of the child's interests and needs, learning 
activities appropriate for his or her state of development, and past 
experiences and natural interests. 

The role of teacher is greatly enhanced and is a much more demanding 
and insightful one than characterised traditional education of the 
eighteenth century, Hence, the great importance Fcstalozzi, who was 
the practitioner as well as theorist, attached to teacher training 
and the work of teachers in the schools, In fact, he clearly saw 
that the success of the school depended on the skill and ability of 
the teacher. 

The starting point for instruction is the child's intuition and 
his/her natural inclinations; but learning is to he directed step by 
step, moving forward gradually as each step was mastered so that the 
unfolding of the child's development would he progressive, in line 
with future needs, and pointed to character, From the extensive writings 
of these two grunt pioneers of eh i Id- cent ured educat ion, perhaps this, 
one quotation best represents the point of view of naturalistic 
schoo 1 ing : 

. Ail instruction nf man is thou only t lie Art of helping 
Nature to develop in her own way; and this Art rests 
essentially on the relation and harmony between the 
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impressions received by the child and the exact decree 
of his developed powers. It us also necessary in the 
impressions that are brought to the child by instruction, 
that there should be sequence, so That beginning and 
progress should keep pace with the beginning and progress 
of the powers to ho developed in the child , , , the 
constituents of instruction must be separated according 
to the degree* of the growing power of the child; and 
that in all matters of instruction, it is necessary to 
determine with the greatest accuracy which of these 
constitutents Ls fit for each age of the child, in order 
on the one hand, not to hold him back if he is ready; 
and on the other, not to load him and confuse him with 
anything for which he is not quite ready, 



Ma i via Nontcssori ( 1870-1952 ) 

Moutossori was both a theorist ami a practitioner, Her schools 
vore exemplars of her concepts of the educational process. Revival 
of interest in this country in the Montessori methods indicates the 
importance of her works, 

Montcssori believed that the perfection of man himself and of 
.society could only be achieved through the proper education of the 
young, beginning at birth. But such education must be a process of 
natural unfolding, of helping the child educate himself: ,P A11 growth 
must come from a voluntary action of the child himself," Thus her 
vi ews : 

IF salvation and help are to come, it is from the child, 
for the child is the constructor of man, and so of 
society, , , , Education should no longer be mostly 
imparting of knowledge, but make take 11 now path, seek- 
ing the release of human potentialities, When should 
education begin? Our answer is that greatness of human 
personality begins at birth, an affirmation full of 
practical reality, however stri kingly mystic, , f , 

Scientific observation then has established that educa- 
tion is not what the teacher gives; education is a 
natural process spontaneously carried out by the human 
individual, and is acquired not by listening to words 
but by experiences upon the environment ,38 

Nfontcssori ! s methods are fully described in a number of her hooks, 
but briefly and inadequately stated they call for the set ting of learning 
experience for the chi ld by an adult at a very early age; tho adult 
is always idi ng the process, but not dictating nor often even directing 
it; an environment is "prepared" in the classroom that enables the 
child to engage in a variety of games and activities, but the teacher 
must know when it is appropriate for each individual child to engage 
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in a particular ox ere i ^e or activity, use a particular pu i ce of equip 
ment or a game, or manipulate things, iWelopment of good work habits 
is also important, and tins results from the child's activities with 
materials; development of self urbanization is important, and this, X^> h 
comes from properly directed activities in his early years; provide 
ample ''liberty within limits. M 

The teacher is nil important in the Montcssori plan, She alway- 
devoted much of her time and unergy to Mie training ot teachers. Her 
training course had three aspects; phi losophieal and psychological 
foundations of the method, and the theory of the teaching materials; 
the practical work with the teaching materials, which the teacher must 
understand fully so that he/she knows the sequence and the manner in 
which to present them to the students; and observation of the children 
in school, particularly to observe how the child teaches himself/ 
herself in the free atmosphere of thu schoool. 

But underlying the program of teacher preparation was Mont essor j ' 
insistence that a teacher must love children and study and observe 
each one individually so that a proper and valid program of experiences 
could be planned. Some of her thoughts on this matter include: 

It is my belief that the thing which we should cultivate 

in our teachers is more the spirit than the mechanical 

skill of the scientist, . . . The interest in humanity 

to which we wish to educate the teacher must be characterised 

by the intimate relationsh ip between the observer and the 

individual to he observed. t . . Rut the love for man is ^ 

a far more tender thing, and so simple that it is universal, 



Herbert Spencer (1820-1903) 

Spencer was an early and avid advocate of utilitarianism in educa- 
tion. His oft-quoted dictum in his effort to answer his own question, 
■•What Knowledge Is of Most Worth?" expresses aptly this position: 
♦Tlow to live? --this is the essential question for us, , , , To prep-nee 
us for complete living is the function which education has to discharge; 
and the only rational mode of judging of any educational course is, 
to judge in what degree it discharges such function/' 41 Further in 
developing his concept, Spencer delineated the "leading kinds of 
activity which constitute human life/ 1 

1, Those activities which directly minister to r.elf- 
preservat i on ; 

? tm Thrive activities whuh, hy sceurinj', I he ueeessarie? 
of MfV, indirect ly minister to so i f. preservat ion ; 

Those activities which have for their end the renrine 
ami discipline of offspring; 



•!. Those activities which are involved in the maintenance 
of proper social and political relation*; 

5. Those miscellaneous activities which make up the 
leisure part of life, devoted to the gratification 
of tastes and feelings.'" 

Spencer also had considerable to say about t etc liing methods. Much 
of his second essay in E ducation . "Intellectual Education." is devoted 
to this topic. Of course, he favored a naturalistic approach to 
instruction. He built on Pestalozsi's ideas of learning through 
activity, learning by doing, and in giving the child a great deal of 
freedom to choose his or her activities and modes of pursuing them 
He especially recommended the use of observation, and the "systematic 
culture of the powers of observation," 4 ^ He believed in the idea of 
a process of natural development of the child, and felt that instruc- 
tion should adhere to the "methods of nature," "Education must conform 
to the natural process of mental evolution," For him "the acquirement 
ot knowledge [should be] pleasurable rather than painful." 

Spencer stresses the necessity of good teachers; "Bad teachers ' 
will fail even with the best methods," In fact, ha stated that "The 
? ub j ect involx • a" other subjects, and therefaro the subjecT 

iii which the education of everyone should culminate , is the Theory 
and Practice of Education . He felt" that good toachlhF^epe7IdT"on 
a philosophical basis: "The true education is practicable only to 
the true philosopher," He continued: "To pursue a rational course 
throughout the entire range of studies, asks an amount of judgment, 
ot invention, of Intellectual sympathy, of analytical faculty, which 
we. shall never see applied to it while the tutorial office is held in 
such small esteem. "44 The essay includes six listed principles of 
teaching, which emphasize instruction that proceeds frCM the simple 
to the complex, and from the concrete to the abstract, from the 
empirical to the rational, is in accord with the education of mankind 
historically, and results in pleasure for the learner. 



American Scholars and Leaders 



Although a number of American scholars, statesmen, and writers 
who lived during the colonial period and the early years of nation- 
hood, such as Franklin, Jefferson, and Rush, had important things to 
say about education and schooling, attention hero will be given to great 
educational leaders of the nineteenth century; Horace Mann, Ralph 
Waldo Emerson, Do Witt Clinton, Henry Barnard, Charles Eliot, and 
Nicholas Murray Hutlcr, 
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in a dcmocr:icy. Cl 

The attitude towards teachers and their i-.ompel e.ic i i-s is pointedly 
■anted in Mann's first: annual report in which he quote t he law in 
effect in Massachusetts at that time (1837): 

It shall be the duty of all instructors of youth to exert 
their best endeavors to impress on the mind:; ot children 
and youth, committed to their care and instruction, the 
principles of piety, justice, and n sacred regard to 
truth, love to their country, humanity, ami universal 
benevolence, sobriety, industry, and frugality, chastity, 
moderation, and temperance, and those other virtues, 
which are the ornament of human society, and the has is., ? 
upon which a republican constitution is founded. . . ■ 

Mann devoted much attention to the profess of teaching and to the 
preparation of teachers. It would be apparent that he envisioned a 
teacher as a person who could carry out all of the responsibilities 
depicted for education Ln the quotations above, (or live years o\ 
his term as Secretary of the Massachusetts Board of Education he 
annually toured each county of the state to deliver a lengthy tedious 
lecture to a conference of teachers, as required by law. lie harangued 
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denrv K-ii nard ( 1 Mil 1 \n)()j 

Menry MarnMi'ii, whose t-i'-fy riin-cr paralleled that ot^ lloraec 
Mann, both serving at the same time as secretaries of their respective 
stat e board of uduent ion --Connect ieut and Massachusetts, exercised 
t reniendous influence on education in this country for more than a 
half century, He not only was secretary (and for an interim also 
in the same type position in Rhode Island), editor of the renowned 
Amerie n Journal of Mueu_t u^n--onc authority designates him as "the 
L r foator of" AmerTcan educa t loua ! literature," a co 1 1 ee ? c and university 
president, and the first U,S. fomm iss inner of Hducation (1967-1870}, 
but as a national and international spokesman for education, Barnard 
must be regarded as one of the most eminent of American Educators . 

Barnard and Mann, moreover, held quite comparable conceptions of 
the purposes of the school , the nature and scope of the curriculum, 
and the role and qua 1 i fi cat ions of teachers. Barnard wrote: 

If the onds of education were regarded, something more 
would be aimed at than to enable a child to read, write, 
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i,ui 1 Tph' 1 - 1,1 M I ! ii in .ir.v d.-giv* of mhou- |.n.r. t U-d-M.- . 
A ' 1 ,jir Hi" iinlivhlii.il i . i-uin-i-nuMl, i ! would ho in 
--r.-.-il i-f - (Mr Ii i >; li« * 1 degree .if health, powers ol aa'uni t r 
observ.it ion, and clear rd'l .vi ion , and noble fee 1 i ngs . ^ 

l-'lui ;U "nui, Haniard he I i t.- v i I , i in pn-piin- the young io be .ml 
c i i i .'t'li-i, \v:u\ u moral and ex emp 1 a ry life, lit- i ndus t r i ous , and cuutriht 
m the improvement of soi-iriy. S*. hciul i nj> should have its pr ai:t i ca 1 

; ! H ' r 1 •'• ;1 W "'I ;is 1 l u ' mural and rharact <*r hu i hi i ng qualities, Teavhei 
w ' rr " -'<lv i :=(.■<! to make u-.i- of I 1 1 • * natural I hint-, a round thein, and to 
r ' l-M* 1 i list nut iuii lo the ■■■.■i.-ryilay exper i ences of t ho student, 

v ,n » In- qua 1 i ii i at ions of ,i-;ii'1uts, Barnard insisted that 
"teachers should h.- so 1 ee t od in reference, no! only to the ordinary 
il,|,h " '■i-ipiin-d ' all t'saehers in t he sehou 1 renin , but for t ho i r 
ability to oxvrx a social influence of the right character. n He then 
l ,,; t' , »l ■ » number of compel one i es teachers should possess, pa rt ieulnrl v 
adrton j idling them In "lake a derided int. crest in everything that relates 
< {) Hie mora! and i n t ol 1 ec i ua 1 i Mip rovemcn t of the people,"^ 

laniard ua.. a srrmig advocate of tea. her t ra i n i ng , and devoted 
' !|, '» i,J I'M pru I e:.s iona 1 activhies t.u t r i i : -> matter. He pleaded; 

I would urgently hut respee t fu 1 1 y refloat, lot something 
he done to provide an adequate supply of well qualified 
teachers for our common schools, Without, them I have no 
expectation that there will be any material improvement 
In t nc c lL J iLi LTX ,:uui ^-nuount of education given in theni.^5 

A:i did Mann, he organized teacher institutes and conferences, and 
promoted the urbanization of societies of teachers through which they 
could exchange ideas and learn better methods of instruction, lie 
decried the excessive turnover among teachers, and the low salaries. 
But his most significant efforts were in the promotion and establish- 
ment of normal schools for the training of teachers, Under his leader- 
ship, Connecticut and Rhode Island joined Massachusetts in the movement 
and throughout his long career he continued to work for the improvement 
of programs for teacher education. 



u'ulph Waldo Hmejsson (1803- 1882 J 

iht i movement known as Trans 1 ndenta Ii ;,m was a powerful influence 
in Amor i can though 1 in the nineteenth century, so a brief citation 
frtvn one of its leading spokesman, Ralph Waldo limerson, is in order. 
The parallelism between much of Mann's writings on the purposes and 
aims of education and finer son ' s two essays on the subject is evident. 
Both had lofty conceptions of the role of education in the achievement 
of per foe tab i j i ty by man, appealing for the development of truly 
cultured persons. 
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I : .„«' wr«M c s 'si i 

Tin- groat ubioct of I .ducu I i on should he commensurat e with 
liK- object of life. M diould he- n moral one; to teach 
sel f-tnist ; to inspire the youthful man with an interest 
in himself; w< t h a curi or, i t y touching his own nature: to 
acquaint him with the resources of his mind, and to teach 
him that thero is all his strength, and to inflame him with 
pietv towards I he ilrcnt Mind in wh i eh he lives.-^ 1 

After statin).; at length why he "liki'S boys," and listing their boy i h 
traits, Finer son believed f hat 

. . . the secret of hduealion lies in respec i i ng the 
Dup i 1 it is nut for vmj to choose what he hal 1 I: no'.- , 
what he shall do, It is chosen and foreordained, and 
h :;• only holds the key to his own ^eeret. By your 
tampering and thwarting and too much governing ho may 
be hiridc d froi.< his own end and kept out of his own. 
Respect the child. Wait and see the new product of 
Nature, Nature loves analogies, but. not repetitions. 
Respect the child, Be not too much his parent. Trespass 
not on the solitude.^' 

lie closes the essay with some home - spun advice to teachers, 

I assume that you will keep the grammar, readings writing 
and arithmetic in order; 'tis easy and of course yuu will. 
But smuggle in a little contraband wit, fancy, imagina- 
tion, thought. If you have a taste which you have 
suppressed because it is not shared by those about you, 
tell them that, . . . If a child happens to show that he 
knows any fact about astronomy, or plants, or birds, or 
rocks, of history, that interests him and you, hush all 
the classes and encourage him to tell it so that all may 
hear, Then you have made your school -room like the world. 
Of course you will insist on modesty in the children, and 
respect to their teachers, but if the hoy stops you in 
your speech, cries out that you are wrong and sets you 
right, hug hinu^ 

hmorson then lays down this concept of a teacher : 

By simple living, by an illimitable soul , you inspire, 
you correct, you instruct, you raise, you embellish all. 
By your own act you tench the beholder how to do the 
practicable, \ceording to the depth from which you draw 
your life, such as the depth not onl> of your strenuous 
effort, but of your manners and presence . 
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be W n t i '. 1 i n ion i I Vna - ] s,.\> ) 

be Witt Clinton, iiovt-nu,!' « i' Ww York and a g tea t pa I 1 1 icai lead 
in that state during the first part of t he u inoteenth century f was 
also a strong advocate of pub lie education and took a very active rol. 
in developing our system of schools and programs for the training 
of f cat: hers . In common with Jefferson and ninny other leading states- 
men o r his day, he regarded education as t he moans whereby mankind 
achieved its highest level of fulfillment, piety and morality. Fur t h 
more, he considered education essential for the development of a 
republican form of government. 

Seme excerpt s from his addresses and writings give \is point of 

view: 

The first duty of a state is to render ifs e j t i ,• ens 
virtuous by intellectual re' t rue t ion and moral discipline, 
l »y enlightening their minds, purifying their hearts 
and teaching them their rights and obligations, . , . 



Upon education we must therefore rely for the purity, 
the preservation and the perpetuation of republican 
government. . . 



The first duty of government and the surest evidence of 
good government is the encouragement of education, A 
general diffusion of knowledge is the precursor and 
protector of republ ican inst i tut ions . (,{] 

Clinton was an advocate of teacher training, A full decade or 
more before Horace Mann's efforts to establish a normal training 
school in Massachusetts, he was recommending the establishment of 
teacher training institutions in New York Si rite, and presented a plan 
i n 1 8 2 8 To r the e s t a h 1 i s hm en t of no rma 1 t r a i n i n g s e hoo 1 b t hro u g ho u 1 
the state, Some of his views are indicated by these quotations: 

The education of youth is an important trust, and an 
honorable vocation, but if is often committed to 
unsk i I I ful hands . 



The vocation of th teacher in his influence on the 
characters and destinies of the rising and all future 
generations has either not been fully understood or 
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duly i- imated, It i ; ur ought in he ranked anions 
t he li-i rued pro f e". s ions , 



> A * 

f i(3o many ( touchers ) arc destitute of the requisite 
ijiui I i fi cat ions a a I jw o'haps no j neons i derah.I. e number 
are him I? I e t o teach beyond rudiment n 1 instruction, 
. . . ought the mind and the morals of the rising 
and perhaps the destinies of all future generations 
in be entrusted to the guard hmshijn of i i compel em a 
, Lr 27). """"" " ' = ~" " 

k > *• 

i , l lie r«- : i u i r, recommend a a em i iuny f u r i he cdud it i an 
of teachers, . „ , A compliance with this recommenda- 
tion wi I • have a benign influence on individual 
happiness and social prosperity ( 1 82b ) , kl 

But Clinton's recommendation for the founding of such a teacher 
training Inst' tut ion was not carried to fruition by the legislature 
until 1844, In the meantime a number of the academies, as noted 
later, organized teacher training departments and the legislature 
sanctioned such act i on in 1855, 

Charles W. El lot (_l_83j1-J926) 

The renowned president of Harvard University for many years 
(1869 to 1909), Charles til lot was undoubtedly Lha raits landing loader 
in educational thought during the last quarter of the nineteenth 
century. His very active role in the National Education Association 
and his many addresses on education both at the conventions of that 
group and elsewhere, his many other essays and speeches, his work as 
chairman of the Committee of Ten, his leadership at his own institu- 
tion in implementing reforms, and his constant efforts in many ways 
to advance the cause of public education in this country justify such 
recognition in any examination of the antecedents of present-day develop- 
ments in teacher education, 

For Eliot the primary function of education was to develop each 
person to his full potential, with emphasis on character, knowledge, 
sen.- i: j vi ty to natural things, rational judgment, self-control, keen 
powers of observation, and joy through achievements . Some excerpts 
illustrate his views : 

It is for the interest of society, as well as the 
individual, that every individual child's peculiar 
gifts and powers should he developed and trained to 
the highest degree flF.D2). 62 

* A- k 
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Puh i i.c hduea 1 ion shou I d mean I he systcmn tic t ra i n in;^ 
oi ail children for the duties of.' life; and it seems 
as if this systematic training could work almost a 
revolution in human society in two or three genera- 
tions. * , , It seems to provide directly for a 
general increase of power to reason and, therefore, ^ 
of actual reasonableness in conduct of life (1892)^ 



These, then, are the four things in which the individual 
youth should he thoroughly trained, if his judgment and 
reasoning power are to he systematically developed: 
observing accurately; recording correctly; comparing, 
grouping, and inferring justly; and expressing 
cogently the results of these mental operations (181)2). 



J ndus t ry f per s i s t. once, v u vac i t y i n wo r k and ac t, gentle- 
ness, and disinterestedness should he made to thrive and 
hi ossom during school life iu hearts of the children, 
. > . (1897)65 

In two significant addresses delivered in his later years, Eliot 
describes in considerable detail his concepts of an educated person. 
Tn his "Education for Efficiency'* he states these objectives for 
education: 

The training of the bodily senses and the care of the body, 

The imparting of the habit of quick and concentrated atten- 
tion, 

Induce young people to think.. 

The cultivation of the critical discernment of beauty 
and excellence in things and in words and thoughts, 
in nn * 'ire and in 1 hup an nature. 

Cultivate incessantly the judicial faculty for the wise 
enjoyment of liberty. 

The implanting of the love of truth. 

Supply every gy\ il with the motive power of some enthusiasm 
or devotion * 

In his address on the cultivated man, which constituted his 
presidential address to the NBA convention in 1905, Eliot lists four 
major characteristics of an educated person; 
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Ability to express himself by toin'uer, ur pen with some 
accuracy and elegance . 

Acquaintance with some part of t o re ol 7 knowledge. 

Training of the constructive imaj;ir 1 nil/' 

Although he addressed teachers ami school admini strators frequently, 
served as president nf the National Educat ion Association in 1902-1903, 
and wrote extensively on education, 01 iot had little to say on teaching, 
the qualifications of teachers, and teaching competencies. We are 
compelled to infer the^e things quite largely from his writings on the 
nature of education itself- It is obvious that he sought n democratically 
oriented classroom as opposed to one with authoritarian atmosphere, 
and one in which reason and sr i f-control would prevail, pupils would 
find joy in achievement, and have ample opportunity through experience 
ta< develop their senses and powers of observation, A generation later, 
1 1 e , i nd eed , won 1 d h a v e heen a genuine - r p r o gr e s s i v o f * edue at o r , 

Several statements he made on teaching* are important: 

. - ■ there has been too much reliance on the principle 
of tuthority, too little on the progressive and persistent 
appeal to reason, . . . the habit of obedience to author- 
ity and of the passive reception of imposed opinions is 
almost inconsistent with an effective development of 
reasoning power a, id of an independence of thought, 68 

In concluding his address on "The Cultivated Man" J- 1 iot had these; 
words of advice for teachers: 

Let us as teachers accept no single element or kind of 
culture as the one essential; let us remember that the 
best fruits of real culture are an open mind, broad 
sympathies, and respect for all the diverse achieve- 
ments of the human intellect at whatever stage of develop- 
ment they may actually be, 69 

Much earlier in his career (1879) he addressed the Massachusetts 
Teachers Association and pleaded for three things: careful selection 
of teachers by examination and probation; ultimate appointment without 
limitation of time (tenure); and a system of retiring annuities, 
Fonder on these things in terms of 1879, not 1976, Selection, he said, 
should be based on examinations on the M subjocts taught in the schools, 
and such others as may best exhibit the capacities of the candidates,' 1 
Tenure would be based on three probationary periods: the first of 
one year, the second up to three years, and the last for five or six 
years, 70 
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Nicholas Murray But: [ e_r (1H0>:- l'.U7j 

A contemporary of iiliot, and a close associate in their common 
professional activities in the National l-cliieat ion Association p the 
College lintrance r-xamj nation Board and other organisations, and, 
likewise, a president of the National [-ducat ion Association ("189-1- 
IH9S] ? Butler shared much tho same views with Clint on the import fine u 
of education and on t hu need for training of teachers , He placed great, 
emphasis on knowledge, the development of the powers of the mind, 
intellectual ism, the use of reason, and matters of the spirit, and 
played down the practical and training aspects of schooling, hut he, 
like, Eliot, placed great confidence in scientific knowledge and use 
of sc ieii» i f ic methods , 

He urged that teacher education he ha sod on scientific study, 
particularly making use nf psychology, Seme excerpts show his concerns; 

Here and there a secondary schoo 1 -rnastur , and here and there 
a college president or professor, takes a genuine and 
intelligent interest in education for its own sake; but 
the vast majority know nothing of it:, and are but little 
affected by it. They are conent to accumulate what they 
are pleased to term "experience" . , , . The one qualifica- 
tion most to he feared in a teacher, and the one to be 
most carefully inquired into, is this same "experience" 
when it stands alone, I am profoundly distrustful of 
it. ■ • . The scientific teacher, the theorist, on the 
contrary, asks what manner of phenomena these are that 
are before him, what are their inner relations, and the 
principles on which they are based. This, of course, 
is the first great step, taken by all scientific method, 
toward a knowledge of causes (1895 l^ 1 



Finally, there is had teaching, without mention of which 
no paper on education is quite complete. As it is 
practiaily impossible to secure the dismissal from 
publ ic- school positions of hard-work i :g and deserving 
young women "simply because they cannot teach," we are 
likely to have this chief cause of waste with us for 
another century or while public opinion is learning 
what education really means (1898), 72 

In his address to the NBA convention at Minneapolis in 1902, 
Butler pursued this theme of waste in education: 

. , ■ * This undoubted waste is duo to two easily 
ascertained causes. First, lack of sufficient scholar- 
ship on the part of the teacher; and, second the 
growing tendency to exaggerate the importance of 
method in teaching, 
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Lack of scholarship is always wasteful i n leaching, 
for the reason tliar. it: takes a long t ime to teach 
what you do not know, , . . Second, J. hold that 
the tendency of the Inst twenty- five yean; to exaggeraf l- 
the importance of method in teaching lias resulted in 
holding back students who are eager and ready to go 
forward with the subject matter. . . , My contention 

that we must give up all this exaggeration of method, 
arid come hack to the ideal teacher's training, namely, 
that system of training which puts a new emphasis on 
scholarship, new emphasis on educational principles, 
n o to ©mph a s i s o n t h e t e a c h i ng spirit, a n d w h i c 1 1 s uh o r d i n - 
ates methods to all three of these.'* 1 
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Ari-.tui |r f I'jlni",, l ? .t m if f ii.'J K« r 1 i-iutnif.-r.-j t i • iti 1179 h). 
quoted from C, I, Ei t i w^it (Trair..), St. Thomas Aepnnns, Common I a ry 
un ! In 1 N i i/oiii'M'IuMii lit hit"- M'h i eajM»: Henry Roguery Cumpanv, I 9o 1 ) , 
Vol , Vl / pyj\ " 'Vr y V«) 

' lJ por a ^».)ulI summary >a' Kanl's writings dii 'duration I" r.m k ffia , 

Tlircp Historical Ph M nsoph i o*; ft i Ed ueni i or) , pp. 

' Vrji-drich T. Rink, "Immanuel Kant's Eeeturu--N<U e.--* on Pedaj'.u^y , " 
in Edward l«' . Buchnor, The Educational Theory of Immanuel Kant ( Phi 1;k I phiu : 
.J. P. E Lppi nrol I Company" lTfnT)Y pp /] ivf~ "\ [u~ "l FsV - 

1 " Kink , p. I 1. f.. 

|S - ! i:ii , pp. \::\ !.:;•. 
j 9 . 

U ink, p. I.il. 

JU R ink, p. 1*2 t 
21 . 

KanT present s a long discourse on moral education and f. he methods 
of developing character and morale anion the young that" would constitute 
good pedagogical concepts today, See Kink, pp, 183=223. 
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CHAPTER 3 



ANTECEDENT DEVELOPMENTS IN TEACHER EDUCATION 

tion pro^ams Zi ?f f|« of competency based teacher educa- 

tion programs, it is appropriate m this chapter to describe brief lv 
the nature and practice of teacher education^ this country prior X 

this ^ose" th " ntUry - S0Veral 6XCellent SOurces « for 

normal" schoolf '?or T ^ smi ™™s> later designated as 

normal schools, for the preparation of teachers were established in 

were o^lT^n^ ^ l7 °°/' He " ates that ^boit thirty 
mL n f ! , he beginning of the nineteenth century in his 

Pestaiezzi Hern^t l85 K he l^° rts 264 no ™ al schools in Europe 

I i and Froehel had all given much attention to and 

developed programs for the preparation of teachers to work in their 
respective schools and model programs. 

until ^hfnin^n^* Uttle attention was given to teacher training 
until the nineteenth century. Mann and Barnard took up the cause 
and were incessant and vociferous advocates of programs and means' 
for improvement of teaching itself. Other active leaders in the 

WllSV"? WU1 T RUSSe11 ' 2 Thoraas H. Gallaudet Jame ft Carter 

William E. Channing, and Calvin E, Stowe.3 er ' 

The first institutions to provide any type of teacher education 
were private academies or seminaries. A few of them, recognizing hat 
some of their students took positions as teachers in el emfntary schools 
in r Hh 12ed % Special Apartment for those students interested in enter 
llLtt il f !f eSSi r- In f ructi °" — °«-ed in the common subject's 
taught m elementary schools and rudimentary lectures in the art of 
teaching constituted the professional course. 4 

But Mann called for a more formal program of training, often 

Sded InMV S H at i °V he art ' and thc vc *y P° or *"t! action being 
provided m the schools of Massachusetts. Based on Carter's fervent 

in e il 38 a ;uti ater ft? Mann ' S leadors hi P in the legislate! MassacLssetts 
in 1838 authorized the establishment of the first normal schools in 

o^e in a i8 4 5 Conn ^"^T & °P ened in "39 and the third 

one in 1840. Connecticut and Rhode Island, under the leadership of 
Barnard, and New York at the urging of De Witt Clinton ^ Joined 

m e St-f V^ hen SP " ad r " her ra P ldly t0 oth * r states 
S n S 6d 15 State n0rmal sch00 J s in existence in 1865, plus 

three quasi public ones in Pennsylvania. 5 P 

kind n^f^ 8 thC ClVil , War ' teacher education institutions of one 

repor^^o Jhe tFl'*^ W ly " In 19 °°' U h State n0rmal sc hools 
reported to the U. S. Commissioner of Education. 6 But a number of 

other types of institutions also flourished. A large porS of the 
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academies, especially in New Imgland una the Middle Atlantic states, 
offered a professional course in the principles of teaching. As the 
public high school supplanted the academies after the Civil War, they, 
too , often offered a "normal training course as an elective program. 
In fact, these normal training high schools furnished the large portion 
of the teachers for the rural and small village elementary schools 
in the Great Plains area of the nation, and to a lesser extent in 
other areas. The course consisted of an intensive review of the basic 
school subjects, a course in principles of teaching, and some limited 
practice and observation in an elementary school. 

During the course of the century, school systems in many of the 
large cities established their own "city normal schools" or some type 
of special training classes for teachers, Later, those programs that 
survived became city teachers colleges, Philadelphia, for example, 
set up a "model" school in 1818 to train teachers for its Lancasterian 
program of teaching, but it did not survive the elimination of that 
mode of teaching. In the early decades of the twentieth century the 
school systems in Chicago, St, Louis, Washington, D.C. , and others 
largely depended on their own teachers colleges for staff members at 
the elementary level, In some states, such as Wisconsin, a local 
(county or area) normal school was authorized, 

Private normal schools also flourished in some states. They simply 
were competitors of the state schools and helped to serve a portion 
of the young people of a state. 

Collegiate institutions gave little attention to professional 
training of teachers until late in the century. Some as early as the 
Civil War period in a sporadic and demeaning manner devoted some efforts 
to the matter, but it was always as a separate "preparatory" department 
of the institution, Later some of them offered a course or two in 
pedagogy or philosophy of education for col lego credit, It was not 
until the efforts of John Dewey, Francis W. Parker, Nicholas Murray 
Butler, James Russell and others late in the 1800s that colleges and 
universities devoted serious attention to the preparation of teachers, 
By the early 1900s many of the normal schools had been accorded collegiate 
standing and were awarding baccalaureate degrees, and a new institu- 
tion, the teachers college, was being rapidly developed throughout the 
country, 

Professional preparation of teachers was also promoted by less 
formal agencies, such as teacher's institutes, reading circles, ex- 
tension lectures (Horace Mann's renowned Lectures in the 1830s and 40s 
are examples), summer institutes, and meetings of local teachers 1 
organisations. Through Mann's and Barnard's efforts professional 
literature also became available, and it wielded great influence. 

As is evident, the normal school dominated what teacher education 
programs existed in the nineteenth century, and as such, they set the 
pattern for professional training throughout the nineteenth century, 
It was only later that such outstanding theorists and leaders as Dewey, 
Parker, Harris, and Russell developed new concepts and new approaches to 
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teaching, and hence to preparatory programs for teachers. However, 
it should be recognized that even late in the nineteenth century, 
only a small portion of teachers in the schools of this country had had 
formal professional training in the art of teaching, 7 The normal 
school, although a tremendous step forward at the time, was actually 
a very inadequate professional agency, In its early years most students 
were only graduates of the elementary school itself, or at best of an 
academy or high school; they usually remained only a year or less in 
the program, and in the profession only a year or two longer. Appli- 
cants for admission had to pass (whatever that meant) an examination 
on the basic schools subjects, be of good moral character, and declare 
an intent to teach. Minimum age was 16 years for women, and 17 for men, 

The program of preparation in the early years of the development 
of normal schools consisted of reviews— often actually initial learning— 
of the subject matter of the school subjects, including spelling, 
reading, writing, drawing, arithmetic, physiology, geography, and 
grammar, and courses in algebra, geometry, bookkeeping, navigation, 
natural philosophy (science) , and history. Attention was also given 
to morals and piety* The art of teaching was covered in one course, 
although attention was also given in the review of each subject to 
methods of teaching* 

Decades later, as Frazier points out in a survey of offerings 
in nine selected state normal schools in 1870 and 1890, a wide range 
of professional courses was offered, A course on methods for teaching 
each of the principal subjects was commonly offered; much attention 
was devoted to the art and science of teaching, school management, 
psychology, history of education, and moral and mental philosophy. 
Moreover, by the turn of the century, the better of the normal" schools 
were offering up to a four-year course, and included much work in the 
academic subject fields, ^ 

Practice in teaching, observation, practice lessons and the like 
were required; most of the institutions had a tf model school" or adjunct 
elementary school (s) in which such practical experience could be gained. 

This, then, in general was the pattern of professional education 
ot teachers in the nineteenth century. As for teachers in the secondary 
schools, little professional preparation was provided, or required. 
Some elected to attend a normal school; later as these institutions 
extended their programs and added courses in the disciplines, a sub- 
stantial portion of secondary teachers attended a normal school. Others 
enrolled for a course or two in pedagogy. Some collegiate institutions 
even established a ,, model M school for practical experiences of those 
interested , 

For the purposes of this study, a significant point to be noted 
is the practical nature of the programs provided by the normal schools— 
the dominant professional institution of the nineteenth century, The 
whole emphasis was on the teaching methods to be employed in each 
subject field, and the practice in using these methods in the student 
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teaching experiences, and, later, in the classroom, " A vivid descrip- 
tion of the practicalness of the training and of a mid-nineteenth 
century professional training program devoted specifically to the 
development of overt, identifiable competencies is the H Object 
Teaching" program at Oswego, New York, State Normal and Training School, 
It was established in 1861 to train teachers for the innovative 
programs of elementary education being developed in the schools of 
that city, but the nature and effectiveness of its program in using 
the new objects teaching approach to schooli ng brought national and 
international acclaim and for a quarter of a century its training 
program set a pattern for much of the professional program in normal 
schools in this country, 10 The competency-based nature of the training 
program is stated by E. A, Sheldon, the Director of the institution: 

The first effort on the part of teachers should be to 
study principles, and then the mode of applying them, 
, . . the whole aim and effort shall he to impart a 
practical knowledge of the science of education and the 
art of applying it, In these schools (normal schools) 
should be exhibited the highest excellence in the art 
of teaching. There should also be schools of practice 
where the students shall have abundant opportunity for 
applying the instruction they receive, and the methods 
they observe . ^ 1 

Dearborn, in his interesting and comprehensive study of the Oswego 
program, makes this observation on the influence of the Movement on 
the development of teaching methods in American schools: 

With its sheer simplicity, its ready applieahil ity, and 
its emphasis upon the natural development of childhood 
in a natural environment, the Oswego plan of object 
teaching stands as a great stimulating movement in the pro- 
gress of educational methods, in our national evolution 
of elementary education. 12 

Collegiate institutions, other than the desultory efforts in a 
few to provide a very inadequate course or two in teaching at a non- 
collegiate, "preparatory" level, did not initiate formal collegiate 
level programs in pedagogy until late in the century, Hinsdale states 
that the first such effort was made at the University of Michigan in 
1879* Teachers College in New York was founded in 1889, and it 
formally associated with Columbia University in 1898, New York 
University, Clark Uni^rsity, University of Chicago, University of 
Wisconsin, Indiana University and others established programs in 
pedagogy late in the nineteenth century, 13 But such programs were 
very limited in scope, consisting largely of one or more lecture courses 
in history of education, psychology, methods of teaching and classroom 
management. Seldom was any practical experience or even observation 
provided candidates , 14 
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However, by the last decade of the nineteenth century, sharp 
criticism of the normal schools and of teacher preparatory programs 
m general or the absence of them at all had already begun to appear 
in increasing volume. One has only to read the reports of the meetings 
of the NBA, particularly of the Normal Department of the association, 
but also on occasion of other division meetings, to sense the discontent 
with teacher education at this point in educational history. We have 
already noted the pleas of Eliot and Butler for better programs of 
teacher education. Reams of addresses, reports of discussions, essays, 
and the like point out these defects: the lack of any professional 
training on the part of many beginning teachers; the limited amount 
of the work in formal teacher education programs by others; the low 
standards for admission to normal schools- the inadequacies and low 
quality of the courses and of instruction itself; and the low level 
of scholarship prevalent in most teacher education institutions. 

One looking back now after 75 additional years devoted to the 
professional education of teachers is amazed at the utmost confidence 
most writers of that period had in the value of psychology as prepara- 
tion for teaching. The literature of the period is replete with articles, 
plans, arguments, surveys, and the like on the place of psychology 
in teacher education. Also, the Culture-Epoch theory was rampant as 
a basis for curriculum planning and teaching. Toward the end of the 
century, leaders, such as Eliot, Butler, the Herbartians (Charles A 
McMurry, Frank McMurry, Charles DeGarmo) , insisted that the applica- 
tion of scientific methods, and the study of science and natural 
history themselves would provide the basis for improvement of the 
teaching process, and for education itself to move into a golden age. 
Now let us move to the early part of the twentieth century to see 
what happened. 
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PART III 



ANTECEDENT DEVELOPMENTS IN EDUCATIONAL THEORY AND 
PRACTICE IN COMPETENCY BASED TEACHER EDUCATION 
PROGRAMS EARLY IN THE TWENTIETH CENTURY 



CHAPTER 4 

EDUCATIONAL THOUGHT AND MOVEMENTS CONTRIBUTING TO THE 
DEVELOPMENT OF TEACHER EDUCATION PROGRAMS 



During the period from 1900 to World War II, great advances 
in education, in the process of teaching, and in the professional 
preparation of teachers were made, This is the period of the highly 
influential national commissions that played such prominent roles 
in the development of public education, the development of the whole 
movement popularly labeled "progressive education/' the ©volution of 
the scientific movement with related use of empirical and surveyable 
methods in the study of educational matters, the emergence of teachers 
colleges of collegiate ranks and of colleges of education in univer- 
sities as the preeminent teacher preparatory institutions, the universal 
zation of secondary education and the evolution of the comprehensive 
high school, with the coneommitant problems of program planning and 
teaching methods, the formulation of the theory and practice of behavior 
ism and connectionism on one hand and of functional ism and perceptualism 
on the other in psychology and the resulting confusion among teachers, 
and, most significantly, the writings of many outstanding theorists 
and philosophers , such as John Dewey, Boyd Bode, Charles Judd, and 
educational leaders on the whole range of educational matters, Let 
us start with the greatest of all of these inf luences-- John Dewey. 



Educational Philosophers 



John Dewey (ISS9-19S2) 

In this study only a very inadequate summary of Dewey \s contri- 
butions to the matter of teacher education can be undertaken . The 
analysis will give pertinent examples of his views on the three aspects 
of the study: The purposes of education, the nature of teaching, and 
the competencies needed by teachers, 

For Dewey, education was its own end-- the continuous reconstruc- 
tion of experience that constitutes the growth and development of 
the individual : 

When it is said that education is development, everything 
depends on how development is conceived, Our net conclu- 
sion is that life is development, and that developing. 



growing is life, Translated into educational equivalents, 
this means (i) that the educational process has no end 
beyond itself; it is its own end; and that (ii) the 
educational process is one of continual reorganizing, 
reconstructing, transforming. . , . Since in reality 
there is nothing to which growth is relative save more 
growth, there is nothing to which education is sub- 
ordinate save more education,! 

But growth, nevertheless, is not haphazard-. ft should always enable 
the individual to become more competent to deal with his or her 
environment and to direct his or her own life. The individual should 
constantly become increasingly able to direct the course of subsequent 
experience : 

Development . . . with respect to the special traits of 
child and adult life, means the direction of power into 
special channels: the formation of habits involving 
executive skill, def initeness of interest, and specific 
objects of observation and thought, . . . The adult 
uses his powers to transform his environment, thereby 
occasioning new stimuli which redirect his powers and 
keep them developing, . . . The mistake is not in 
attaching importance to preparation for future need, 
but in making it the mainspring of present effort. Because 
the need for preparation for a continually developing 
life is great, it is imperative that every energy 
should bo bent to making the present experience as rich 
and significant as possible. Then as the present merges 7 
insensibly into the future, the future is taken care of, " 

But Dewey did not advocate rampant individualism. Education has 
social obligations as well; and both aspects must enter into the 
process. He observed, however, that the future is uncertain, and the 
best preparation for life in the future is the ability to reconstruct 
and direct one's own life to ever higher levels of satisfaction, but 
in harmony with the existing social conditions: 

I believe that the school is primarily a social insti- 
tution. Education being a social process, the school 
is simply that form of community life in which all those 
agencies are concentrated that will be most effective 
in bringing the child to share in the inherited resources 
of the race, and to use his own powers for social ends, 
, . . T believe that education is the fundamental 
method of social progress and reform, ... I believe 
that education is a regulation of the process of coming 
to share in the social consciousness; and that the 
adjustment of individual activity on the basis of this 
social consciousness is the only sure method of social 
reconstruction (1897) . 3 
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The moral responsibility of the school, and of those 
who conduct it, is to society, The school is fundamentally 
an institution erected by society to do certain specific 
work- -to exercise a certain specific function in main- 
taining the life and advancing the welfare of society 
(1897) . 4 

Dewey saw the ends and means of education as inextricably inter- 
woven; hence he had much to say about the teaching process and the role 
of teachers in schooling, If the end is self -development and growth 
that leads to further growth in a social structure, the process of 
education must he devoted to self-activity, self-involvement, self- 
direction, personal judgment, and freedom of action in the social 
setting of home and school. Although Pestalozii, Froebel, and Hon- 
tessori had done much to develop practices of individual involvement, 
creative activity, self=direction s and the like in their day, and 
Mann, Spencer, Eliot, and many other practitioners had advocated the 
extensive use of practical experience in school programs, it was 
Dewey who formulated a consistent, harmonious, comprehensive philosophical 
base for both the aims and purposes of schooling and the means of achieving 
those goals, His concepts and recommendations found fertile soil 
among the teachers of the 1920s and 1930s, 

Two basic concepts constitute Dewey 1 s approach to the teaching 
process: the necessity of starting with and building on the recon- 
structed past experience of the learner, and the desirability of utilizing 
the interests, needs, and drives of the student in planning and carrying 
out learning activities, The two are, of course, interwoven, If the 
ends of education are to carry on further education through the 
reconstruction of experience, obviously, learning at any particular 
point should begin with pertinent bodies of such experiential back- 
grounds* The learner will be most effective in engaging in new learning 
experiences if he/she understands the significance and meaning of the 
new activities and pursues them with enthusiasm and deep involvement, 
Some excerpts state these points of view: 

The genuine principle of interest is the principle of 
the recognized identity of the fact or proposed line 
of action with the self; that it lies in the direction 
of the agent f s own growth, and is, therefore, imperiously 
demanded, if the agent is to be himself . . . . The 
spontaneous power of the child, his demand for realiza- 
tion of his own impulses, cannot by any possibility be 
suppressed. If the external conditions are such that 
the child cannot put his spontaneous activity into the 
work to be done, if he finds that he cannot express 
himself in that, he learns in a most miraculous way the 
exact amount of attention that has to be given to this 
external material to satisfy the requirements of the 
teacher, while saving up the rest of his mental powers 
for following out lines of imagery that appeal to him, 
, , , But when we recognize there are certain powers 
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within the child urgent for development, needing to 
be acted upon, in order to secure their own due 
efficiency and discipline, we have a firm basis 
on which to build. Effort arises normally in the 
attempt to give full operation, and thus growth 
and completion to these powers (1895), s 



* * * 



The belief that all genuine education comes about through 
experience does not mean that all experiences are 
genuinely or equally educative, ... The principle of 
the continuity of experience means that every experience 
both takes up something from those which have gone before 
and modifies in some way the quality of those which come 
after, ... It is then the business of the educator to 
see in what direction an experience is heading, There is 
no point in his being more mature if, instead of using 
his greater insight to help organize the conditions of 
the experience of the immature, he throws away his in- 
sight (1938) , 6 



* * * 



lixisting likes and powers are to be treated as possi- 
bilities, as starting-points, that are absolutely neces- 
sary for any healthy development. But development 
involves a point towards which as well as o n e from 
which; it involves constant movement in a given direc- 
tion. Then when the point that is for the time being 
the goal and end is reached, it is in turn but the 
starting-point of further reconstruction. The great 
problems of the adult who has to deal with the young 
is to see, and to feel deeply as well as merely to 
see intellectually, the forces that are moving in the 
young (1934). 7 



Dewey was much concerned about the preparation of teachers. He 
regarded his own Laboratory School as a place in which he and his staff- 
could demonstrate the application of the principles and theories of 
education, particularly as derived from psychology, to the education 
of children, as well as to refine and extend theory. He was very 
critical of the normal schools, principally because of their neglect 
of theory and study of the subject fields. Many regard Dewey's 
Laboratory School as the single most important factor in the develop- 
ment of teacher education in this country, not only because it 
established a pattern for the founding of such schools in subsequent 
years and for the conduct of teacher education, but in the importance 
he attached to research, scientific study, and the involvement of 
the whole university in matters of education and of teacher education. 
In a later section on teacher education during this period attention 
will be given to Dewey's contributions. 
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hdir al ioiiai pit j lusuplii'i':. Mini load ui H ;i ill lu ir i t i or- : I uckoil tu ilu« 
if.-..-.*y camp; most of the professional literature r»f flu* l!)2(i- HMO period 

n ill'.- field of rdiieuioun 1 philosophy war. ;m .'impl i ficarion ami in- 
urprut.'it ion of the hewoy point of view, li has a period of phenomenal 
advance in eduent Ion in this country., from t he standpoint M: growth 
in numbers mid the ratio at' children and youth enrol luijt in school, 
the- changes taking place in the curr ;culuni itself, prca'sses and 
j) roc ed li res used in curriculum planning, methods of teaching nrul working 
with students, and of the p.reat advances in the profess* onaLUat i on of 
:oachin£. Names of leaders in the "progress ive" movement: are familiar 
to students of education: William Heard Kilpatriek, Boyd Bode, John 
Chi Ids, Gordon Hull fish, V, T. Thayer, Harold Albert y, llm-leton Wasli- 
burn, Wi i to I'd Aiken, Harold Ru^i, and Genr^i; Counts are among those 
who eont r i but od much to t ho movement. & 

If was those men, as wol 1 as many other professors and practi - 
tioners, who filled out the fk-wey phi losu )hy $ applied it, to curriculum 
planning and teaching, rind worlod with tens of thousands of teachers 
in teacher education elassos in developing the practice and process 
of progressive education, They ridded little new in basic concepts and 
posnts of view; their cont ri hut ions were primarily in developing theorie 
of curriculum and instruction that exempli ficd the Dewey philosophy 
and in contributing to the implementation of his concept s . However, 
some of these banner-wavers badly missed some of the essential elements 
of the Dewey concepts of education and schooling or so misdirected 
practice that Dewey was constrained on more than one occasion during 
this period to attempt to correct the record, and to chastise those 
who misconstrued his real views on the nature of schooling. 

Kilpatrick, especially, devoted much attention to the matters of 
teaching and classroom processes, 9 During the 1930s, he participated 
extensively in the Eight-Year Study of the Progressive Education 
Association, carrying on innumerable formal and informal discussions 
with teachers of those thirty-odd schools in conferences, staff meetings 
and, a new development in teacher education, the workshop. Ki.lpatr.ic k 
believed that teaching methods constituted the "quintessential element' 1 
in the whole process of schooling. In one of his earliest writings — 
one that established his fame in the area of touching methodology— 
lie wrote: 

. . . who Itdi =rted purp^-oful activity in a social 
situation as he typical unit of school proceduTe is 
the best guarantee of the utilization of the chiid ? s 
native capacities new ton frequently wasted, Under 
proper guidan. - purpose means efficiency, not only in 
reaching the pro , :to ; end of the activity immediately 
at hand, hut even more in securing from the activity 
the learning which it potentially contains. Learning 
of all kinds and in all its desirable ramif ications 



hust protuuHi in pruport ion ys whoi.chcurt ecln os:; of 
purpose is pnxvui. frith Che child naturally social 
and with tin? skillful toaclicr to stimulate nnu guide 
his purposing, we i.vi n especially expect that kind of 
learning w«j call character building. The necessary 
reconstruction consequent upon these considerations 
offers a most alluring "project 11 to the tc.icher who 
but dares to purpose (1918). 10 

Here, in duo inclusive statement, we have the whole concept of teaching 
in keeping with the Dewey philosophy- -reconstruct ion of experience with 
a purposeful, social end in mind of still higher levels of subsequent 
experience within the social context of molality and values. 

Ideal ists, Ren 1 ) st s„ rind [Essentia lists 

Although the points of view and concepts of Dewey and his advocates 
dominated educational thought in the 1910s and 1920s, most teachers, 
especially in the high schools, still planned instruction and taught 
in the mode of traditional education of the nineteenth century and the 
Eliot-Butler era. They could gain much philosophic support frcrn Locke 
and Kant , and, 1 m ?r, from the schools of educational thought designated 
as idealism, realism, ox essentia 1 ism, beading spokesmen in the early 
twentieth century for these points of view, broadly stated* were William 
C. Bagley, Herman H. Hoxne, Ernest Horn, Frederick S. Bleed, Alfred 
North Whitehead, W_il Ham E. Hocking, JosiahRoyee, Robert Ulicli, and 
Is sac Kandel * 

These views have historic roots going hack to the writings of 
Plato and Aristotle, but the modern versions have, of course* been 
greatly modified by the contributions of psychology, the popularity 
of Dewey's instrumentalism, the scientific movement, and human experi- 
ence in general, Essentially, this school of thought emphasized the 
social aspect of education. Bag ley states dogmatically tJiat 

2l£ Development of the Socially Efficient individual (is) 
the Ultimate End of Education, m Social efficiency, 

then, is the standard by which the forces of education 
must select the experiences that are to he impressed 
upon the individual. Every subject of instruction, 
every item of knowledge, every form of reaction, eyety 
detail of habit, must be measured ty this yardstick. 
Not What pleasure will brin£ to the individual, not In 
what manner will this contribute to his harmonious develop- 
ment, not What effect will this have upon Ms bread- 
winning capacity, --but always. Will this subjects or 
this knowledge, or this reaction, or this hahit so 
function in his after-life that society will maximally 
profit? 
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John Iv.Ul in ana lyz in \\ ! in.- realist': point oi' viow I'd r a yearbook 
s tn t.i.»s ; 

The aim of edi ic-'it if m , as the rtja list see h it, is four- 
fold; t^) discern the truth about things as they really 
are and to extend and integrate such truth a:i is known ; 
to ua in such practical Knowledge of Life in general and 
of professional functions in particular as cim be 
theoretically grounded and justi fied; and, finally, 
to transmit this in a coherent and convincing way both 
to young and to old throughout the human community. 1*^ 

Whi tehead a dds 1 hi t hought : 

What education ha 23 to impart is an intimate se ruse for 
the power of ideas, for the beauty of ideas, aaud for the 
a rue tare of idea s t together with a pari icuhar budy u l 
knowledge which has peculiar reference to the? Life uf 
the being possessing it. J J) 

Herman Home presents the idealist's view of the ideal pupil; 

Thr idealistic pupil in c harac torized by that admirable 
trait, the will to perfection, Whatever ho does, he 
does as well us he can. He is ambitious to deserve 
honors in scholarship, lie wants to grow in knowledge 
and wisdom, to appreciate the aesthetic things in life, 
to deserve approbation and to be a worthy person, lie 
seeks to cultivate social responsiveness and responsi- 
bility and those skills and techniques necessary for 
effective action, he strives for perfection because 
the ideal person is perfect. *4 

Ifhat does this mean for teaching, and for the competencies teachers 
should possess? Let Home , the idealist, give bis recommend at ions : 

The idealistic teacher, like the idea ] i st a c pupil , 
pursues the method of perfecting and the iuj&i of a 
cultivated personality* The things that ure dear to 
HI in are self -consci ousncss, self-direct ion * self- 
ac 1. 1. v i l v , selfhood, inner spiritual growth, , . . flu 
infinite and the eternal, though he does not fully 
comprehend then, mean more to him than the finite arid 
the temporal, . . . He feels the need for his pupils 
even as they feel there is something satisfying about 
him, as though he answered their deepest questions and 
satisfied their highest cravings, 15 

In this struggle for the minds of teachers, other educators, and 
parents about the purposes of schooling and the means of achieving 
these ends the child-centered school of thought did not win in a 
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T ia S ' ;u ' t > ■'Hh...ij!h uios, ,UM T on, engaged in th, pr.cuc- ui 

; , u u Uo, accepts f >, W( . r , , inct . p! , i,^^,,,, vff J pt « ^ 1 . ^ 

; f ; i ;7 triKtlt) " 01 "'-aningfuJ experionce by the experience,-, 
o !• m ! I ' , PWgrossiv... ^.cation laced p vawnm r „di ffirence 

L in!! hm" teacher, morally until well i to 

Lhc- VJM&, but especially .so i n t hn secondary schools. 

Tfi.' teacher who wanted to continue in the trod itionn 1 pattern or 
u ,s -...w.Jl .n ?t OB«kethL.efKort to beer.™ ., "progressive" „'„,, ,1 
oiuui just.ricatlon for his/her nethods it, the Litin ff of t 
heonstM and got unflinching support fnm, no,, parent,, many of the 
ot.ssors of education in col leges of education and normal " who*, 

tin -;??/^°f- hTl f C ,M- rup0rtS oF tllC MUjnJl «-nl«»ion.s 

; lhC r" '" :Mi Education Association just before the turn 

'due Hon ,1 I" thC> ° ;V ' ly ° Pthc l9oite «inforc«l traditional 

: ( , n \ p;! V" ni '' IOr high •" h,, " ! thnt entrenched 

, , -V standard;; lor equating h M h ,..,.„, courses, bases for 

I 5 "? n C0 ff ""r* content fox decades to follow More-" 

of 4o ciCnti 87 ° f huhaviori5 » ™* connect ion is. , the whole concept 
ol ho scientific movement, and the phenomenal swing to the t^tinn 
« especially intelligence testing and the theory of fhe inflexible 

entrunchca traditionalism niuong the profession. 

-n h ' yC , t ; 5 ° f \ l f m \^ activities i„ which students should engage were 
,o he cut-and-dried, predetermined, selected on the basis of rhoir 
contribution to acquisition of factual information and skills, and cover 
the subject matter of the textbook or the published course of s, udy 
or syllabus. Teaching methods emphasized Tepetitive drill, ,«or,-I 

n"v'w qU L Sti0 r a f d=ailSWer recltations » stares, "recipe- book" la horn- 
ed ^Lr^ J r Sh ° Ct t'. tOStS « C0 « T "t assignments, and the Hie. 
trepanation tor teaching Centered on the acquisition of the skills to 
carry out such methods of teaching in the el .assroom. 

of sZalllZT^ 0 ^-? TCp0Tt th ° Nonius* ion on the Reorgani zation 
ot Secondary haucauon m 1918, r eeor,mcnd ing a much broader concept 
or secondary education in the "Cardinal Principles of Secondary Educa- 
tion, a point ot view much aiorc in the spirit of Dewey's Democracy 
ami Rd^cation than any other education* document up to that' Un^ 

19?oi ItJtt p" 1 ^^ T praCtlcc ln thc *«"«lary schools untii the 
1J30S., when, the forces for change— the philosophy of oxperimentiaj i sm 
organising psychology, teacher involvement in curriculum maUne the ' 
umversalization of secondary schooling, advocacy of a broad con c m 

and ™ aniS " C Ut largely minority ethnic gxoupsj, 

and b0 me programs of professional education that endeavored to give 

tnrv S° J" C0Ur f C WOrk ' * tudeM caching, and demonstration labora- 
tory schools to these r lOT forces in school ing-oncrRod to provJ do a 

"no" scLol^ gC ^ educat,0n ' ?UUl in Profesaional training for the 



Significant Influence.", on Teaching nn.i Tv;icher nducniion 

The Psyc ho lo g t s rs 

Spencer and ilcrbart, as well as others writing in the last hair 
of the nineteen • h century, emphasized the impo rtancu of psychology 
as a base for planning educational programs and instruction. Both 
supported a naturalistic concept of human persona lity, recognising the 
organic unity of body and mind, in contrast to traditional concepts 
o f mental facult 1 es , merit al d i .se i pi i no , and th c p la c o of will as an 
independent aspect of behavior. By the beginning of the twentieth 
century psychology, as a field of study and investigation and as a 
basis for teaching practices , was in full bloom. The work, writing, 
and teaching of William James, G, Stan joy Hall, and James M. C&ttell 
in this country in the late 1800s and early 19 0Os gave great impetus 
t o p s yc ho iogy as a f ac tor i n edue a t i on a 1 t hear y and pr ac t ice* But 
the full impact of the movement on education was only realized when 
Dewey, Kdwarcl L. Thorndikc, Rohert S. Woodworth, Boyd Bode, and 
Charles Judd not only advanced psychological theory greatly, but . ^ 

directly applied it to matters of curriculum planning and instruction. 
By the 1930s a whole host of psychologists were contributing theory, 
interpretations of theory, and applications to education and teaching: 
every teacher training institution offered courses in psychology, 
often in considerable scope and variety* for the professional program. 

A brief s umma r y of development s i n p s y c ho 1 o g i c a 1 theory a nd t: he i r 
contributions to teaching and educational planning during the first 
three decades or so follows (one must recognize that limitations to 
a set of dates are impossible. In fact many of these developments were 
already under way by the 1890s) : 

1, The repudiation of the concepts of faculties of the mind and 
mental discipline. This meant that every aspect of the school's 
programs— all courses, activities, and instructional methodology-- 
must be judged in terms of its own worth and its probability of 
contributing maximally to the attainment of the basic goals of education. 

2. The cultural^ epoch theory, which had enjoyed great vogue under 
G , Stanley Hail's influence, was completely discounted as a basis for 
planning the schooling process, Psychologists showed that children 
did not have to proceed slowly through the stages of evolution of the 
race to be educated. Their owti present body of experiences, as Dewey 
had insisted, was a bettor guide to selection of educational activities- 

5, The child becaim* the central concern in all education. Child- 
study as a basic approach to educational planning was a significant 
contribution of psychologists to professional education. This movement 
resulted in a much more flexible and meaningful curriculum and n 
greater degree of indi vidua lizat ion of schooling* 
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Thl ' :U l WfIS ;,; |h,. |, a .,i,. for I-IY.VI iV«- 

IK " ,S 1,1 • oiirni n|.-.. Jt. was generally agreed thai I he n>t t va or drives 
<«i the Icnrnor const L tut o the essential element in mothotlolci>.y of 
teaching. Dewey and wbodworth, particularly, inserted in tlx- Thorn, 
dikinn formula of stinulur.-njsponso, tlio organism itscJf, so that all 
learning was based on a st iinu lus-orgnn i sw- response- foinuln. The organ ism , 
or for a better tern hi school planning the person, has his/her own 
; lr ' vo ^ motives, oxpcrionl in] patterns, needs , wishes, and wants and 
he/ she select*,, chooses, ami directs responses on tin- basis of hi. -./her 
intents and csnUs sought. 

5. The outcomes of a learning experience arc built into character 
iind reconstructed into a parson's body of experience much mare effectively 
it desired responses are practiced, exorcised, and used in meaningful 
situations, and reinforced by Feelings of success, approbation from 
peers or superiors, insight into one's; own achievements and failures 

or mean nig fid rewards. 

6. Psychological xhc-ory was based to a n increasing extent on 
experimentation, research, und rcpl j cutcd enpir ici J evidence. 

7. Cognitive development is an essential aspect of human growth 
and development. Language, knowledge, and learning ski lis arc nurossnrv 
v iimj'O n< n t ■ of rdiie.at ionul goal s. 

, H - Th ° in<i i vi dcta 1 is a social being. His/her growth and development 
ta.<os place in a society nf human beings. All experience 'Tom which 
learning results takes pl.aee in a social settine. The environment 
strongly shapes his/her motives, wants, needs, drives, interests, and 
the members of the social group greatly Influence the sel f image,' self- 
concepts, and the character of the person. 

y. Although sonic d i sagroement had already arisen among psychologists 
most accepted the concept that anything that exists exists in" quantity 
and therefore can be measured, and that educational theory and practice 
must be based on such scientific inquiry. 

These tremendously significant advances in psychological theory 
and in the efforts to provide a psychological base for teaching method- 
ology had major imp Ji cations for teacher education, stating, as they 
did, a much broader and more important role for a teacher than deemed 
necessary for carrying on instruction in the traditional programs of 
schooling. 



he Sc icni t i f i e Mov ement 



Psychologist-; provided much of 
rapid development of what is termed 
educational circles. But the phi las 

Spencer in their day, and, during the" period under analysis, Dewey 
insisted that a scientific approach to matters of educational practice 



tiie impetus, therefore, for the 
"The Scientific Movement" in 
aphers, especially llorbart and 
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wu;, runii i! for i a« ! I'd rum ! a I sun . >\ an , i ■ i • ep! ;i h I «• I heory n "('.iit'.n Jim 
and "msl :'ii*:r i f it should hi- i in; »hu s 1 :cd , IiuWcut, thai iMvey 1 , 
conception of the use or si'ti^ir i s'li' approaches in developing proarni:! 
\)V educii t \ on was far d i ffe re nt i ban many other ndvnealcs ut" ! Jit- move 
ment, The I »;i ndw.'i gon of much of the first lour decades of tin? century 
was "The Sc i i.eii if ic Method." All i-ducut. iona 1 practice, i msl lid i n\\ teacher 
education, was Krone ly shaped by this i II ^lef i nnl f loosely struct un d 

11)0 VOID OH t * 1 

Th i) end t ke is*! r 1)' in r he muvrnu ail ".pec i t" i ed as c I • i r 1 • -is auyotif ■ 
(such a definition is avoided in (lie idsH yearbook) what is meant 
by "scientific" when applied to the study of educational in'itters: 

, , . power of correct prophecy is the test of sc UMif ific 
knowledge and ver i f i ah i 1 i l y hy any competent observer 
is lis d iu^nos t i c symptom, In so far as our judy/Henls 
ponnit correct. prophecy, we may he con f jdent that they 
rally with objective Fart; in so far as our methods permit 
any competent student to repeat; every step of our 
observations and exper i meal s , we may he confident that 
thuy are honest. . . . The final, test of the sc.ieMit.ific 
quality of the notions we have, the hypotheses we frame, 
the csx]) or i merit s we devise, the records we lake, and the 
like, i s of course their power to progress toward veri fieri- 
I' ion and prophecy and cuntm] ( I OOf > ) . * ^ 

from the late 1800s and through the period covered in this chapter 
(about 1940], the scientific moveimuit eneompa s sod these major aspueis: 

1, Deduct ion* a priori, of principles of odueat ion, especially 
with relation to child growth, mental development, and purposes of 
education, from the basic principles of pertinent sciences* Parwin's 
writings on evolution, part icuur.lv, are a case in point. Much of 
Spencer 1 s, Herbert's, James f and even Dewey' s early work are of this 
natures 

2, Experimental study and genuine research that adhered to canons 
of scientific inquiry. These involved efforts to control variables, 
study relationships among independent and dependent variables, test 
hypotheses 3 analyze data mathematical ly, generalize to comparable 
populat ions, 

5, Analytical studies, data collecting, the "orgy of 5 tabul at j on ; 
rpieSt ioiuia ire, and opinion studies; surveys of current practice; analysis 
of tho content of courses, course offerings, textbooks used and their 
content, grade placement of content; tallies of the content of about 
any means of human communicat ion - letters, newspapers, conversations, 
a citizen's use of computations, popular magazines; tallies of duties 
performed and work done on a job or as a housewife, a parent , consumer , 
or whatever; surveys of the current status of an educational practice, 
such as dropouts, retardation in grade level, rates of failure, promo- 
tion practices, class s i e > teacher load, time allotments, and ad 
infinitum, 
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-I, .Survey:; and a imnv-or < I cv, ju-o:-, 1 ; rvnluat ion of I lie sfafiis 
of educat ion ami inst ruct ion in school My -stems; the school survey 
movement:. Illustrative of this aspect of the "ra: ienti fie M movement 
is the 15th Yearbook, Part 1, of the National Society for the Study 
of l-diication enti tied, Stanchirdji and Tostg for the Mg^asurcinont of the 
Kff lcioncy of Sch ools and Schgof gygtcms, The hook" contains chapters 
on tests and their use in measuring accomplishments of schools in 
nrt thmetic, raiding, languajw?, and spelling, scales for measuri iir 
physical growth and physiological a^c, a score card for surveying 
school building, and the uses of such tests and surveys in administer- 
ing the school. This may he an example of the first steps in an 
accountability movement, but hack in those good old days it was a 
voluntary effort on the part of the educators themselves to improve 
educational attainments. Worthy of note; no mention is made in this 
yearbook of measurement of ttie teacher's effectiveness—that had already 
been covered in the J 4th Yearbook a year earlier (see a later section of 
this chapter) , 

5. The measurement of "intol 1 iRcnco" and of the factors that 
might influence* its development; the relative role of nature and nurture, 

6. The measurement of achievement; th » .standardized testing 
movement; prognosis of ability in a specific area of study or work. 
The 17th Yearbook, Part IT of N.S.S.ls" entitled, The Meas urement of 
Educational Products is an early report of this aspect of the scientific 
movement. It describes tests, statistical methods, and use of tests 

in schools, 

7. Studies of needs, interests, concerns, problems, motives, 
ambitions, career choices, out -of- school activities, and the like of 
students. 

8- Pronouncements of the elitists of professional education, 
Reports of national committees, of investigations of an issue or 
problem of major concern, monographs by committees , councils, profes- 
sional associations, and the like, while perhaps not conforming to 
Thorndike's criteria above, often were accepted by educators as die turns 
and, hence, as a solid base on which to determine practice as on any 
"scientific" finding determined by these other processes. A statement 
by a Dewey, a Thorndike, a Strayer, a Bagley, a Judd, a Cub ber ley, 
a Terman , a Bode, a McMurry, a Bohbitt , or a Charters was often accepted 
in awe and with great reverence as certain to be the truth and to be 
acted upon accordingly, (For teachers of today, on this point, recall 
the awe accorded Jerome Bruner and James Conant in the late 1950s and 
early 1960s) . 

The 37th Yearbook, Part II of N.S.S.L , The Scientific Movement 
in Education, deals extensively with the contributions of the scientific 
movement to numerous aspects of education—the improvement of teacher 
education, curriculum planning, educational administration, and the 
like, and to methods of teaching— in general and in most of the subject 
fields. Later, attention will be given to teacher education developments, 
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Tin 1 I' 1 exner Reports 

hi nddttion to ninny othrr things, Abraham flexner prepared two 
renowns! repo rt s that had mulct onni ned , but undoubtedly cons iderahli *, 
i nf 1 uonce on teaching run! leaeher education in this country. The first 
study was of medical education in the United States. -1 This long 
analytical investigation of the s talus of medical education and a 
lengthy presentation of what changes should he made Is acclaimed today 
as the basis for the reform of professional education in medicine that 
quickly led to the hiyh prestige accorded medical education and the 
practice of medicine in this country. The impact of the report and 
subsequent reforms in medical education on teacher education is, al 
best, tangential, but undoubtedly .significant. 

flexner, in severely criticising existing programs of medical 
education, especially emphas.Lr.ed the lack of direct laboratory and 
clinical experience in the programs of most institutions of the clay, 
ii is his insistence of the nueussiLy of such aspects of professional 
training that affected practice in professional education in other 
fields/' As will be pointed out. Later, teacher education institutions 
did have laboratory schools, dating from Dewey School at Chicago in 
1 896, hut many still relied on what Flexner dubbed in the medical 
education as the didactic method— the "pupi I heard and read about it 
(disease) . . , the student's part was, parrot- I ike, to absorb 11 - -for 
imparting know-how to prospective teachers, 

Three other major aspects of flexner 1 s recommendations for medical 
education-- the setting of high standards for admission to medical 
schools and thus, severely restricting the number of students in medicine, 
the elimination of many small, inadequate institutions, and adequate 
financial support, although very costly for the quality institutions 
that should remain in sorv i ee- -have not been accepted in the area of 
teacher education as they have in most other substantive professions-- 
law, dentistry, engineering, architecture, and the like* Henry S* 
Pritchett, President of the Foundation was especially caustic in his 
''Introduction" to the printed report about the poorly supported 
universities that proliferated medical schools just to establish a 
complete program: "The day has gone by when any university can retain 
the respect of educated men, or when it can fulfill its duty to educa- 
tion, by retaining a low grade professional school for the sake of its 
own institutional completeness, m22 Uh! How applicable even today to 
teacher education, 

flexner f s second report to be no tod here was his proposal for the 
establishment of a "Modern School ,"23 i hi s paper, first published in 
1916, was the basis for the founding in 1917 of Lincoln School of 
Teachers Col lego, outstanding "manifestation of pedagogical reformism 
during the 1920s," as C rem in sees it, 24 flexner wanted to see a model 
school established that "would do for general education what the -Johns 
Hopkins Medical School has done for medical education, M 
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Il-.\\her .asked "I In-., do we kti.nv and !•• i ■>_• n i ■ = - ,,n educated ih.m in 
the iiHtJern scaf.i;?" His .wkw.-v: 

. , , a man f juca ix- ( J j n i hi' modern s-m .e has mastered r Ik- 
fundamental too I s „ f knowledge. . . , (lie) will for efio 
the somewhat doubtful n )( ,ntaj discipline received from "forma I 
.studies; ho will | H . contentedly ignoront of tilings fur 
learning which no hotter reason than tradition can be 
assigned, instead his education will he obtained from 
studies that serve real purposes. Its content, spirit 
and aim will be realistic and genuine, not formal or 
traditional. Thus, the man educated in the modern 
sense will lie trained to know, to care about and to under- 
stand the work] he lives in, both the physical world and 
the social world. 2 5 

flexner regarded the Modern School us "a laboratory from which 
would issue scientific studies on all kinds of educational prob lows , " 
^eekiag"to influence education practice (itj can he a seminary for' 
the training of teachers, first, its own, then others who will go out 
into service. »'-6 And thai j. s certainly a significant function that 
Lincoln School served for 30 years. Its contributions to the develop- 
ment or the teaching process, and, hence, necessarily to teacher educa- 
tion in conjunction with the professional program of Teachers Col lope 
u i Columbia University, must in> regarded as one of the significant 
forces in shaping teacher education during this period. Teachers 
by the thousands during the urademie years and by the tens of thousands 
during the summers flocked to Teachers College to study, observe, and 
evaluate personally, these new developments in teaching and to pi:.,, 
their own approaches for use buck on the job. 

i'be " Progressi ve Schools 1 ' 

In the same manner that the bewey School originally and Lincoln 
School two decades later greatly affected instructional methods rind 
curriculum planning and inevitably teacher education in this country, 
tither university laboratory schools, private innovative schools, and' 
••' •'»*-' public schools served as models for the "new education" of the 
1920s and 1930s. The contributions of these exemplary models of 
''progressive" education to teaching and inevitably to teacher education 
crinnot he gainsaid. Only brief attention to Them and their work is 
; \-as i hie he re, -- 1 

The Dewey Schnol was established more as a laboratory for the study 
^f children and of the psychology uf learning and as ti pJaec to test 
hhJioKoph ical theory (analogous to a science laboratory in pure sciences) 
^han as a demonstration or practice teaching school. Yet its program 
W a s exceptionally progressive in terms of the practices of the day, 
yU though Dewey disclaimed that approbation, lie thought the school moro 
d s a "community-centered" school than a "child-centered" one. lie 
K'rotoi 
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The aim w;is tu ii i:c -pv-n and broaden I.Ik r.*i np.e of serial 
eonf ac {. and i n hTroursi' , nf cooper;), t. ve L i. v.t tu» f sg 
t h vi t members of-' the school won Id he prepared to make 
their future social re hi t- i ons worthy and fruitful , 
. . . It was huh! that the pjy^£^}2. of incut a I develop- 
ment is essoin in My a social process, a process of 
participation; traditional psychology was rritieir.ed 
nn t he ground thai it. treated the growth of the mi ml 
as one which occurs in individuals in contact with 
a merely physical environment of things, Ami, as 
has been stated, the a ti n was ability of individuals 
to live in cooperative integration with others. 

f: I sewhere, progressive pract ices, if not witir" programs, were 
Inline, developed and tried out in a number of 'school - during these f 1 r ,t 
two de'cadrai of the century, A number of them are described in the hook 
by -John Dewey and his daughter hvelyti.— J 

1 he program of ihu practice school of the Cook County Normal 
School at Chicago, developed under the direction of fruiters W, Parker 
during the later ISOOs and the early 1 DOOs, associated as it was with 
a teacher training institution, is especially noteworthy in terms of 
teacher education, Parker's work undoubtedly had great influence 
on Dewey and the things he attempted to do at the University of Chicago 
Laboratory School . 

The fight-Year Study, or iyj natod and directed hy t lie Progressive 
Education Association during the years from 1932 to 1940, was unquestionably 
the most significant and most influent ial of the efforts to apply 
the basic Dewey concepts (often quite drastically distorted or miscon- 
strued by spokesmen for the "new educat Lon' ! ) to schooling, Moreover, 
the study had a significant impact on teacher education, The Study was 
designed as an experiment to test whether graduates of thirty selected 
secondary schools that were granted exemption from specific course 
requirements for admission to cooperating colleges and universities would 
compare favorably to those cortege students who fulfilled the tradi- 
tional requirements, Actually the Study, directed hy a Commission 
on Relation of School and Col lege, was much more than an experiment to 
test this hypothesis; it encompassed a far-flung, diverse, effort to 
reform the program of education in high schools, to develop a more meaning- 
ful and valid method of evaluating the ouccomes of education s to try 
out new designs for curriculum planning that extended existing practices, 
and to use some new approaches to teacher education,^ 

With respect to curriculum design and teaching methodology, the 
Study staff worked with the 30 schools in developing core curriculum 
programs; problem-centered courses; courses on current issues and 
problems of the community; work in the arts; and class work that extensively 
involved cross-disciplinary study through correlation, fusion, and 
problem-oriented approaches to design. Much consideration was given to 
studies of the "needs" of youth as reported by yet other Commissions 
of the P * Li . A - -Coinm i ss i on on Secondary School Curriculum and Commission 
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un Human Relations, Such programs called fn .Trrent modes of in5>t ruc- 
tion than traditional I y were followed in see*, ary school s—dtscwory, 
eommuni ty-eontered activities, investigative studies, research plural 
much student committee work, student; participation in planning claw 
activities, and use of student int erests and "needs" and the 'soc Ull , 
policitieal, and economic problem-; of the day as bases For the sell fret ion 
of units of work in the integrated core programs, 

Corrclutivcly, then, the three Commissions became engaged in 
extensive programs of teacher education in one form or another. Muck 
of it was at; the in service level since the Study involved only the 
staffs of the 30 schools, hut in due time the programs in teacher 
education institutions, especially those whose laboratory schools wore 
included in the experiment, were affected. These schools developed 
and demonstrated the newer teaching modes being used in progress ivo 
school.-' and often they were the loading schools in developing core- 
program, integrated subject programs, and the like. Teachers U\ 
training and teachers attending summer sessions could observe, criticise, 
and evaluate these new curriculum designs and instructional methods, 

A major contribution to teacher education of the Eight-Year Study, 
however, was the establishment and development of workshops for touchers, 
in the first several years of the Study conferences of administrators 
and selected teachers were held for purposes of discussing the programs 
of the cooperating schools, but as the schools became more involved 
in innovative programs and the work of the Commissions on Secondary 
School Curriculum and on Human Relations expanded (a staff of Cturrieuluni 
consultants was appointed in 1936) , it was evident to the Study staff 
and participating faculties that more time was needed for planning. 
Hence a plan for a six-weeks seminar or conference at Ohio* State 'Uni- 
versity during the simmer of 1936 was developed, Interest was so high 
in the plan that a similar work session was planned for 1937 at Sarah 
Lawrence College, The following summer three workshops, as they 
were now designated, were held, /?1 

In the following two decades any teacher education institution 
worthy oi the name, many school systems, a number of professional 
organizations, and state departments of education sponsored workshops 
of one kind or another, varying greatly in merit in terms of their 
contributions to teacher education, The workshop, as it is carried rant 
in the best of them, is devoted fully to the utilization and development 
of teacher competency in planning curriculum, instructional methods, 
and evaluative techniques, or to development of competencies of adminis- 
trators and staff people to perform their duties, It is designed 
primarily for inservice education. Undoubtedly the development of 
the workshop as a method of teacher education is the most significant 
advancement in professional education in the past 40 years. It not 
only was a forerunner, but is the vehicle today for carrying out aspects 
of competency-in-pcrformance programs for inservice education. 
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Tlx.' "proi-re ivc" c.lue.ii ion iiH>vtin.-f i i really hoimr. ! in Hie I 'h'ai-, , 
even though iJ«' 5 *>•>'< wi>ny innovative gregraws were 

very poor exampU-n «r were no ( un 1 1 y cui.tr.nl i e ti ..»:; of Dewey's eoneep« '■ 
of schoolim-, As is evident. ! lue.e JcvcJ opments in 1 In- elementary and 
secondary schools had grenl impact nn teach i ng at.il on teacluT plication. 
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The latter part of i he lOJOs and all of the IPoUs were ehnrarte 
: ; ,j |, y intensive' and exciting dovv lopment in curri euluni planning, 
ThVhipht-Yonr Study was only one example of the trend, even though 
it commanded national attention. Mere only seamy mention _ oi other 
examples and of prominent workers in curriculum planning will he 
fens 1 hie. 



r icui i u.i ! i i r i ■-' I a 

Among many writers, consultants, and directors of curriculum 
planning during this period franklin Bohhitt, Werrctt Charters, Harold 
Rum Hoi I is Caswell, Henry llarap, Harold Alhcrty. Henry Morrison, 
and L Thomas Hopkins are reeogn i s- -I as leaders of national repute and 
n^e;it influoncc 5 , 

Bohhitt and Charters, during the 192ns and then on for another 
decade or so, gave substance to the scientific movement in education 
Vi terms of its significance for curriculum planning. Both were 
influenced in their early writings by the concepts of efficiency m 
industrial management, but a consistent theory of curriculum construction 
was evolved. Moreover, as Sequel points out, they gave impetus, n not 
actual origination, to the importance of the role of the professional 
curriculum maker and to the need for a high level of specialization and 
competency in this art . 

Both are common lv regarded today as the formula tors and advocator, 
of life-analysis, activity-analysis, or job-analysis, whichever term 
mav be used as the basis for developing the educational program. 
Bohhitt, in what was the first widely used hook on the process and 
techniques of curriculum construction (many, many publ ications , dating 
S^TTtotKe Greek philosophers, had been devoted to the aims or oduca- 
t ion, the content for achieving these aims, and the methods of touching I 
presents his basic concept: 

Education is now to develop a type of wisdom that can grow 
only out of participation in the living experiences of 
men', never out of mere memorization of verbal statements 
of facts. It must, therefore, train thought and judgment 
in connection with actual life-situations, a task distinct- 
ly different from the cloistral activities of the past. 

It has the function of training every citizen, man 
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or woman, nol lV-»r know] od^r ahnul ri i i .;riish i.p, but. 
far prof \ci awy in c i ri :ivUiship; not f or knowledge .-ihmii 
hygiene, hut for profi c i Tir v in m,-i i n! a in inn robust 
health, . . ,^ 

In impl ■ -input inj» tli<;:ie cum: ept s in practice, liobbjtt worked with 
the has Auyeles School system. In describing the approach ho wrote: 

iulueati.on is primarily for adult lift*, not for child 
life. Its fundamental responsibility is to prepare 
for the fifty years of adulthood, not for the twenty 
years of childhood and ^juth. 

When we know what men and women ought to do along the 
many lines and levels of human experience, then we 
shall have before us the things for which they should 
he trained, The first task is to discover the activities 
which ought to make up the lives of men and women; and 
;Movj; wi >. h these, the a h i I i L 'i c s and personal qualities 
necessary for proper performance, These are the educa- 
t Lonal. ohj ec; t i.v/es. 

The plan to he employed is activity-analysis, The first 
step is to analyse the broad range of human experiences 
into major fields, . . the second step is to take them, 
one after the other, ui\d analyze them into their more 
specific activities, ... At all stages of the analyses, 
attention should be ford unon the actual activities 
of mankind .34 

Bobbitt in later writings** 0 broadened these concepts, drew a marked 
distinction between general and occupational education, and recognized 
the importance of present experience and continuity of learning. But 
he always set as the basic task of education the development of the 
ability to deal effectively and properly with the many adjects °f 
living in the individuals own world. 

Charters advocated the same approach to curriculum planning, lie 
distinguished clearly between M ideals f ' and "activities," and insisted 
that both were essential ingredients in curriculum making: 

The first step in curriculum construction is to determine 
the major objectives, ■ . , what these objectives shall 
be rests with those who offer the instruction, and must 
be the product of sagacious and sensitive interpretation 
of the spirit of the generation, . , , As the objectives 
are being determined they must be analyzed into ideals 
and activities, , . . The ideas are to be determined 
after careful study of all the supporting facts, , . . 
The activities are not based upon opinion but are objec- 
tively derived from examination of the physical and 
mental activities in which the individual is engaging or 
may in the future engage* 36 
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Harold Rugg curly in his career was a leading figure in the 
scientific movement, active in compiling what he later dubbed ,f an 
orgy of tabulation, " And this continued to be his work beginning 
in 1919 as director of research for the new Lincoln School of Teachers 
Coll go. In that atmosphere of progressive thought in education, and 
clofc k. association with Dewey, Kilpatrick, Caldwell, and others, he 
rapidly became one of the leaders in the progressive education movement 
throughout the 1920s and 1930s. 3 ' 

Mis basic approach to curriculum planning is amply illustrated 
in the N.S.S.E. yearbook on the curriculum for social studies for which 
he was chairman and author or senior author of three of the most important 
chapters. 3 it was in this publication that he laid out his plan for 
a unified program in social studies that would be based on "the insistent 
and permanent problems and issues of contemporary economic, social, 
and political life," He and his coauthors postulated eight hypotheses 
on which such a course should be constructed. This plan, already 
being implemented experimentally at Lincoln School, became the frame- 
work and the procedure for the preparation of a highly controversial , 
hut widely used, set of textbooks for social studies in the elementary 
schools. This scries of texts had great influence on subsequent 
developments in the teaching of social studies and on the preparation 
' -f teachers for the elementary schools, 

Rugg ? s contribution to curriculum planning continued in rapid 
order for he served as chairman of and a major contributor to the most 
significant book on curriculum planning to he published in this period 
of curriculum theorizing, the 26th Yearbook of N.S.S.E, The Foundat ions 
and Techniques of Curricu lum -Construction, already cited, It not only 
contained a brief history by Rugg of the nature of currieul um planning 
for the previous century, but surveys of current practices, ' script ions 
of curriculum development programs in six public school sysuw and 
eleven laboratory schools, reviews of curriculum programs in other 
agencies, and a chapter by Rugg critically appraising the current 
status of planning, Part II is especially significant for it contains 
a summary statement of fundamental principles for curriculum planning 
which all the members of the Yearbook committee approved, These principles 
generally are accepted today as the basis on which planning must proceed. 
Most of the members prepared supplementary statements that constitute 
trie best single source of thought on curriculum making by the early 
leaders of this new specialty, 

Rufc'.g added to his reputation as a leader in curriculum thought 
by the publication a year later in conjunction with Ann Shumaker of 
the book, The tin i M -Cf nv croJ School , which served the same purpose as 
the 0c acv:, ' book ' - f 1 5 years earl ier—ii description of progressive Met ices 
in ir - • /at ive -■<._ hoo 1 s - -bur in addition the authors stated a r -o 1 1 of 
v ; cw r \)Oh.\ / ica t i on and desirable direction'- of development, 

iiol ! i, Cabcwoll's work as a cons if: tant and director f r. a 
number of c> iculum pi inning programs oi s t& t c departments eduea- 
tion in the 1950s provided the Imsis for t hree of his si ^r.! t: cant 
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contributions to the curriculum development movement of this period— 
the involvement of teachers fully in the process of planning the 
formulation of a new design for organising the curriculum, and his 
systematic approach to the study of curriculum as a professional field 
of endeavor ,39 From his vantage point at George Peahody College, 
Caswell directed curriculum development programs for at least six 
states during the period from 1929 to 1957, when he returned to Teachers 
Col lege, Columbia, 

In examining programs under way in city school systems during 
the 1920s, particularly those described in the 26th Yearbook, Caswell 
came to believe that it vas especially important to involve all teachers 
in the planning process, inasmuch as the actual curriculum that evolves 
in the schools is filtered through the teacher himself/herself. Improve- 
ment in schooling depends, he felt, primarily o n the improvement of 
the professional knowledge, understanding, and competencies of each 
teacher, 



Hence, the first major step in each state development program was 
an extensive in service education program of stud^, discussion* and 
group planning. This was followed by a procedure for teacher involve- 
ment in developing and trying out innovative practices in the classroom, 
especially through the planning and carrying out of new kinds of units 
of work in teaching situations. The inservice programs had encouraged 
teachers to plan units that would be of meaning and significance to the 
students, growing out of their needs, interests, and past body of 
experience (basically , a Dewey approach). This gave the teachers 
experience in modifying the traditional formal subject approach to design 
by drawing on any content that vas appropriate to the development of 
the unit, be it a problem, community concern, an individual interest 3 or 
a systematic study of a topic. 

In bringing this approach together into a systematic plan for 
instruction in the school s y Casv/oli formulated a curriculum design 
based on the selection of appropriate units of work that provided 
instruction focused on the social function (£> to 11 were usually iden^ 
tified in these state programs), It should he noted that these programs 
of curriculum revision paralleled in time the Eight-Year Study in 
innovative high schools; the two projects served reciprocally to reinforce 
the climate for educational change, especially in the nature and mode 
of teaching. 

Out of this extensive experience in actually directing curriculum 
planning programs, and his own concepts and philosophy of education, 
Caswell, with assistance from a colleague, published a book which 
systematically treated all aspects of curriculum development in a 
comprehensive manner, 40 This hook set the pattern for most comprehensive 
textbooks on curriculum planning published since that time, It prompted 
many teacher education institutions to expand and improve their courses 
for teachers and administrators, and, along with the many other movements 
of this period, cstahl ish the field of curriculum as a major field for 
professional study and specialization, 
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Many other educators of this period deserve mention, but space 
permits only a few. Henry flarap and ;.. Thomas Hopkins had each pub- 
lilisecl a book on the techniques of curriculum planing that preceded 
Caswell's book by a number of years, 41 Neither was as comprehensive 
as Caswell's nor did they present plans for new curriculum designs 
and practices. However, the two hooks served to further the movement 
early* in its development. Both men were active in the field for many 
years thereafter, Henry C. Morrison, although he wrote rather exten- 
sively during this period, is chiefly noted for his exposition of the 
five formal steps in the unit method of teaching, A direct throwback 
to the Herbartian process of teaching, Morrison labeled them explora- 
tion, presentation, assimilation, organization, and recitation,* 2 
With the great enthusiasm developed for the unit of work approach to 
instruction in the 1930s and 1940s, Morrison's scheme was the alternative 
to the needs and interests, social functions, or social problems approach 
to unit teaching in the progressive programs. Toe mode w >s widely 
used by high school teachers in the tradition'", school subjects, and 
was often the basis for training teachers in tie methodology of' disciplinary 
i n St rue tion. 



fiifHiM Content of Curriculu m 

Directly related Co the teaching proee.s... .i.d hence, to teacher 
education, as has been stated in the two pro- - : n,i sections of this 
chapter, is the nature and character of the Cui , • n;l usn itself, It 
is germane, therefore, to note briefly other curriculum developments 
of these first four decades of the century. In the early decades, 
curriculum studies and reports by various professional groups and' 
commit toe.-, were principally concerned with eliminating waste in instruc- 
tional programs becau: • of duplication among grades and of out-of-date 
content, with defining what did constitute the minimum essentials 
of the contents, and with the correlation of the individual subjects, 

For twenty-five years, from the report of the Comniitt ee on Secondary 
School Studies (Committee of Ten) in 1893 to that of the Commission 
on the Reorganisation of Secondary Education in 1918, a dominant influence 
in curriculum planning was the work of successive sets 0 f committees 
appointed by the National Education Association and its subsidiary 
groups, The report of the Committee of Ten had tremendous influence 
on the programs of the high schools for decades, recommending not only 
four systematic courses of study or "curricula" for the high school 
programs, but also, through the reports of sub-committees for the 
principal subject fields, the content of the subjects to be included. 
Teaching methods, and hence teacher competencies, were inherent in 
this type of prescription—mastery of this body of knowledge through 
slavish adherence to a textbook. 

The Committee of Fifteen vim appointed in 1893 and submitted a 
56-page report on the "Correlation of Studies in F-] ementary Educatl on" 
md another on "The Training of Teachers" in 1895. The subcommittee 
on correlation was headed by none r.thur than William ?. Harris, the 
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U.S. Commissi oner of Education, on® of the g :cat educational leaders 
of that period, Participating in the discussion of the report i*ere 
such eminent educators as Nicholas Murray Butler, Frank M- McMurry, 
Francis W> Parker, Charles McMuxry, Charles De Garmo, and a number 
of superintendents of city school systems The Committee on Rural 
Schools accepted the import of the Committee of Fifteen with respect 
to the course of study and turned to other matters. 

The work of the Committee on the Economy of Time in Education 
was even more extensive and signif leant. 44 The group was appointed by 
the Department of Superintendence of the National Education Association 
in 1911 and submitted its final (fourth) report in 1919, However, the 
Department continued its work in defining the courses and their content 
and grade placement by issuing three successive yearbooks on the 
subject in the early 1920s. 45 The function of the Committee was to 
"investigate the waste in the elementary schools and to make definite 
proposals for eliminating the archaic and least useful materials of 
the course of study and to propose more economic methods teaching," 
The approach of the Committee is clear, 

Choose the most important subjects and the most important 
topics; make a distinction between first-rate facts and 
principles and tenth-rate; prune thoroughly, stick to the 
elements of a subject; do not try to teach everything that 
is good; confine the period of elementary education to 
mastering the tools of education, This does not prevent 
inspirational work, which is a demand on the skill of the 
teacher rather than on time, 46 

From our vantage point is it any wonder that the progress i\re 
education movement developed with such great enthusiasm among theorists 
and insightful practitioners in the lS20s and 1930s? 

The effects of such a curriculum plan on teaching and the prepara- 
tion of teachers is apparent- -emphasi im drill, the teaching of facts, 
memorization, test efficiency, stick to thu prescribed content, follow 
the textbook, course of study, or syllabus. 

The fourth report of the Committee was devoted to a siuiunaxy of 
"investigations which throw light on economy in teaching,' 1 Teachers 
of the 1970s can readily gain an insight (and probably he shocked) 
into just what was expected of teachers of that clay hy reading some 
recommend at ions for teaching these ,p min imal essentials' 1 of the cuxricuiuiti 
To illustrate, Frank Freeman, a highly regarded psychologist of tills 
period and of years later, prepared the summary for teaching writing, 
Ife lists 28 rules for teaching the subject. These include: 

Rule 1, The writer should face the desk squarely, . , , 
Rule S. The forefinger should rest on the penholder 
below the thumb, , , . Rule 19. Ten to fifteen minutes 
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a day is probably the best length of practice period, 
, , . Rule 25, Counting is a useful temporary device^ 
to lead the pupils to organize the movement into unit, 

William S. Gray, also widely recognized later as a specialist 
in the teaching of reading, states 48 rules for teaching the subject: 

Ability to comprehend the meaning of what is read 
improves steadily throughout the grades, , , * 
Reading exercises should emphasise the content of 
what is read, , , . Much reading of simple interest- 
ing material is effective in increasing the rate of 
reading . 

Ernest Horn !. sted 41 rules for teaching spelling; Walter 5, 
Monroe, 25 fnr t earning arithmetic; Fred C, Ayer , 18 for drawing, and 
Carl Seashore discussed music, ' 

These sorts of studies and books on methodology and teaching 
constituted the basic content of many methods courses in normal schools 
and colleges of education in trie 1910s, 192 0s, and with little modifica^ 
tion, in teacher education pn trains in some of the most stultifying 
situations until World War II, 

However, on the positive side It should be noted that with the 
spark provided by the first innovative progressive schools in the late 
1910s and early 1920s, the wildfire created by the Eight-Year Study, 
the curriculum development programs of state departments of education 
in the South, the reports of the Commissions of the Progressive Educa- 
tion Association, the fervent idvocacies of Kilpatrick, Rugg, Washburne, 
TTi&yer, Caswell s Dewey, Newln, Alherty, Counts, Bobbitt, Charters, 
and literally hundreds . . w.her educators, and the pressure for change 
from parents and students generally, curriculum development movenients^g 
took a new approach in many school situations in the 1920s and 1930s. 
The nature and character of these new designs and methodology have been 
treated briefly above, Essentially they were efforts to make the 
school curriculum both child-centered and society centered, that is, 
basing the program on the needs, interests, and concerns of the students, 
but planning units of work within the curriculum that enabled the students 
to study the major social, political, and economic problems and issues 
facing communities, state, nation, and world. 

Procedures and Processes for Planning the Curriculum 

The period of the 1920s and 1930s witnessed a most significant shift 
in procedures used for planning the curriculum and the instructional 
program. Until that time, curriculum planning, in the sense used in 
this study as the formulation of plans for the schooling of students, 

67 



73 



was largely done by textbook writers (a textbook was the plan for the 
content of instruction and methods were those best suited to develop 
mastery of this content), or by the superintendent of schools or a 
staff member, the state department of education staff, or a college 
staff member who prepared courses of study or course syllabuses A% 
As was shown above, Committees of the National Education Association or 
the Department of Superintendence made a number of reports to guide the 
textbook and course of study writers but it was still these types of 
persons who actually prepared the curriculum plans used in the schools, 

in the 1920s the national curriculum commissions entered the 
picture, 50 principally at the high school level, as an aspect of the 
work of the Commission on the Reorganization of Secondary Education, 
From the date it replaced the National Herbart Society > the National 
Society for the Study of Education frequently appointed committees 
to prepare yearbooks on the curriculum and teaching of a subject field. 
The Progressive Education Association in the late 1930s and the early 
1940s published a series of books on its recommendations and points 
of view about curriculum and teaching in five subject areas, 52 The 
National Council of Teachers of English moved out on its own and 
prepared a report on English that had great influence in shaping the ' 
English program in schools as well as in teaching the subject, 53 

In the meantime a much more significant development in curriculum 
planning was underway—the involvement of teachers themselves in the 
preparation of eirrriculu.ni pJans, Cubberley pointed out in his article 
in 1915 that rhe superintendents of larger cities ir u5ually i? conferred 
with committ -ds selected from the teaching force and that in one state 
the state teachers association was active in working out the course 
of study. But he emphatically stated that the state department of 
education for the ft ate and the superintendent for city school systems 
had the authority and ^ul) y e*er*:ined it lh issuing the courses of study. 
Sequel cites several instanees—St . Uuis, Chicago, and Boston— in 
which teachers or principals had participated in a quite limited way 
in curriculum planning prior to 1920, She also points out the increasing 
aggressiveness of teachers in professional organisations and in other 
professional matter during the period. 54 

The situation changed dramatically in the 1920s / SS Studies 
made for the 26th Yearbook 3 The Pound at ions and Techniques of Curriculum- 
Construction in 1925 show that committees composed of administrators, 
supervisors and teachers participated, albeit to a very limited degree 
in many instances, in the revision of courses of study or preparation 
of new ones — usually the extent of curriculum-construction in that 
period, Courtis, reporting practice in public elementary schools, 
stated that 

The machinery of revision employed depends somewhat 
upon the s f . j of the city. In the smaller towns the 
agency is frequently om person, the superintendent 
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usually^ but principal , teacher, or members of the 
supervisory staff are mentioned in the order named. 
In place of single individuals there are frequently 
small groups, composed usually of members of the 
administrative staff, principals, and teachers. In 
all types of schools a committee of teachers und*r 
the direction of administrative or supervisory ofx icur^ 
constitutes the conventional machinery of revisxon,S6 

Counts , reporting the same kind of study of public high schools, 
states* 

The machinery for curriculLDn-revision may consist of 
a single individual, a small group variously constituted, 
conunittees of teachers working under different forms 
of leadership, or any combination of these three instru- 
ments, , . . When such a group is organized, it is 
, Into st always composed of members of the general adminis- 
trative and supervisory staff, high school principals, 
and high school teachers* $7 

But in contrast, Section III of the Yearbook reports "progressive 
curriculum-construction 11 practices in six school systems, All reported 
the use of committees of teachers in the preparation or revision of 
courses of study and the development of curriculum plans* Denvter and 
St, Louis vers making the most extensive use of teacher committees 
in thair respective programs, Section IV describes the curriculum and 
curriculum planning activities in a number of laboratory schools. Each 
reported extensive teacher participation in planning the program of 
the school, Bonsor summarized their reports: M In each of these schools, 
the school staff itself—its principal or director, its supervisors, 
and its teachers--is responsible for the curriculum, "58 

In planning with the Virginia State Department of Education in the 
early 1930s, Caswell insisted that ail teachers must be fully involved 
in any curriculum revision program if classroom practice was actually 
to be improved, He and his coauthor wrote: 

If the success of a curriculum program is to be measured 
by changes that are achieved in the conduct of boys and 
girls by reason of improvements accomplished in the in- 
structional program, it becomes evident that early in 
tho program the entire teacher-group within the system 
must become sensitized to the need for the improvement 
of instruction, . , . Only through a thorough under- 
standing of the curriculum program and all of its 
implications can the teacher-group give the intelligent 
co-operation that will result in improved classroom 
instruction* * 

Caswell, who alone directed the Virginia program, insisted that 
three kinds of participation were essential: "wide participation by 
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ail teachers, supervisors, and administrators in the given school 
system; intensive participation by small selected professional groups; 
and general participation by representative lay groups working on 
certain aspects of the program. "60 In t he state^programs that he 
directed all were urged to participate in the curriculum development 
program by engaging in an intensive program of inservice study and 
discussion, preparing and trying out units of work in their own class- 
rooms and then submitting them to a state planning committee for use 
in developing new courses, and in trying out the tentative draft of 
such new courses and submitting criticisms of them, 

At the same time, teachers in the high schools included in the 
Eight-Year Study, similarly, were participating in conferences, work- 
shops, and the like in which curriculum matters were discussed and 
curriculum plans developed, The movement for teacher participation 
in curriculum planning caught fire throughout the nation and since that 
period it is generally assumed by all educators that the teacher is, 
after ail, the curriculum planner in terms of the kinds of learning* 
experiences in which students engage, All others— administrators , 
supervisors, state department personnel, professors of education/ 
consultants, textbook writers, publishers and producers of instructional 
materials, federal bureaucrats — simply provide support services- 
leadership, insights, understandings, research findings, examples-- 
to the teacher, 

Obviously acceptance of such concepts by the profession and the 
public, although often contravened in practice in many ways, hau 
tremendous impact on teacher education, The competencies required of 
the professional teacher multiplied many times by acceptance of this 
significant piece of "conventional wisdom, lf pulled together and recog- 
nized as sound during the 1930s and refined in practice to this day, 
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